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CHAPTER 1: Introduction
Objectives
The purposeof this study is to determine howmuchof an impact in-classactivities in
an academic communication skills class for international teaching assistants (ITAs) (which,
in part, are to allow the ITAs to practiceclarification strategies to avoidmiscommunication),
have on an out-of-class simulated office hour activity. In other words, is there transfer from
the classroom to a more real-life situation? Specifically, this study will reveal whether ITA
performance in a simulated office hour will result in more clarification requests and less
miscommunication after completion of classroom activities than before the unit began.
Although it may seem that one instance of miscommunication is not catastrophic, the concern
is that one instance ofmiscommunication could lead to larger problems between the ITA and
the student. ITAs may not be aware of the seriousness of this situation, and may be hesitant
to request clarification because they feel it minimizes their authority. Therefore, it is
necessary not only to train them how to handle instances of miscommunication, but also to
learn of their attitudes toward requesting clarification, to see if additions to the curriculum
are necessary.
Background
Teaching assistants (TAs) are an asset to any university campus. Depending on the
department in which they work, TAs may be responsible for a variety of tasks ranging from
structuring and teaching an entire semester-length course to monitoring laboratory sessions to
helping at study tables to meeting with students during office hours. These jobs are
challenging, and the challenge is compounded when the assisting is done in a TA's L2. For
many ITAs who primarily studied the written mode of English, verbally expressing ideas
clearly and understanding the spoken English of others is, in many cases, a struggle.
Iowa State University's Graduate College created the SPEAK/TEACH Program in
1984. The SPEAK/TEACH staff test "the English oral proficiency of prospective TAs and
other graduate students with teaching duties whose native language is not North American
English," communicate these scores to the over 50 academic departments represented, and
offer 3-credit hour courses in oral English and orientation workshops on the US university
classroom to aid those whose scores are not adequate for teaching duties (Douglas, F.). The
induction of this program was prompted by both complaints from the administration and the
students, who viewed the oral English abilities of the then-ITAs as insufficient for teaching
duties, and who believed that with the increase of ITAs should also come an increase in
standards. Therefore, "in the mid to late 80's the scores needed to pass the tests were
increasedseveral times and the testingprocess refined" (Douglas, F.).
There are four levels of the 3-credit hour courses offered by the SPEAK/TEACH
Program. Depending on their test scores, ITAs will be assigned to one of the following
courses: 180A, Speaking Skills, with an emphasis on "pronunciation improvement and
greater fluency in spoken Englishfor teaching purposes"; 180B, Intermediate Spoken
English, with a focus on "classroomcommunication skills and strategies"; 180C,Advanced
Spoken English, for students who"havecompleted 180A or 180B but havenot reached the
passing level on the SPEAK/TEACH test"; or 180D, Presentation Skills, which allows ITAs
to practice "developing explanations, leading discussions andhandling questions in a
teaching environment" (IowaStateUniversity Catalog).
Themost basic of these levels is 180A, inwhich ITAs strive to improve their oral
English communication skills by"working onincreased language fluency; analyzing the
sounds ofAmerican English and how they're produced; developing monitoring skills;
discussing and practicing effective communication strategies, such as varied clarification
questions; discussing cross-cultural issues; practicing basic classroom communication skills
such as eye contact, use of theblackboard, and asking and answering questions
appropriately" (Iowa StateUniversity). ITAs who are students in 180A assist in labs, hold
study tables, and hold office hours.
All ofthese situations have something in common; they involve the student being
one-on-one with the ITA. Astrategy that isvital for ITAs in these situations is the ability to
request clarification from students in order to avoid miscommunication. Although itmay not
be necessary for ITAs to request clarification in a lecture-style situation when students may
betoo nervous orembarrassed to ask questions, it is necessary in one-on-one situations in
which students will ask questions and make comments that, ifnot understood correctly by the
ITA, could result in miscommunication.
As a way to introduce ITAs to their role in one-on-one situations with students, the
current 180A curriculum includes an office hour unit that comprises 1) the viewing of a
video entitled "Learning Face to Face" that shows a typical office hour, and class discussion
about the video, 2) a jigsaw activity in which ITAs exchange information about how to hold
a structured office hour, 3) a jigsaw activity in which the ITAs practice clarification
strategies, 4) role-plays of ITAs holding office hours and solving student problems, and 5) a
videotaped simulated office hour in which an ITA explains how to solve a specific problem
to an undergraduate student who missed the relevant class period.
Research Questions
Because of the importance of both the office hour itself and the skill of requesting
clarification to prevent miscommunication, combined with the fact that this unit is a part of
all 180A classes, it would be beneficial to determine how effective the in-class activities are
in preparing ITAs for the simulated office hours, and, more importantly, real office hours.
The research questions are as follows:
1. Will miscommunication between the student and the ITA be less frequent in the
office hour posttest than in the office hour pretest due to an increased use of
clarification requests?
2. Will there be growth in both the number and quality of ITA clarification requests
from the office hour pretest to the posttest? Why or why not?
3. What factors will influence students' perceptions that the ITAs understand or do not
understand student questions, and will these perceptions be accurate? If they are
accurate, is the instruction of these factors included in the teaching unit?
4. When compared to the pretest and posttest data, how accurate will ITAs be of their
development throughout the unit?
Hypotheses
It is hypothesized that there will be fewer instances of miscommunication in the
posttest compared to the pretest due to the completion of the office hour unit, which in part
teaches the ITAs about the skill of requesting clarification. After learning of the importance
of requesting clarification and practicing different clarification strategies during the unit, it
seems logical that ITAs would be more apt to use them in the posttest to avoid
miscommunication.
It is hypothesized that there will be growth in both the number and quality of ITA
clarification requests from the pretest to the posttest. The increase in number is predicted
because the ITAs will have learned of the acceptability of requesting clarification in an office
hour setting, so will be more likely to use this strategy. The increase in quality is predicted
because the ITAs will have discussed different types of clarification requests and practiced
the different strategies in the office hour unit, so will be more apt to use more effective
strategies than were used in the pretest. Because 180A students are assumed to have
relatively low spoken English proficiency, it is hypothesized that the majority of ITAs will
use simple clarification requests in the pretest, such as asking "What?" when they do not
understand a term. After studying the strategies throughout the unit, however, it is
hypothesized that in the posttest they will use more effective strategies like repeating the
word and asking for its meaning (i.e. "Docked?" "What does that mean?") or repeating as
much of the phrase as possible (i.e. "Will your grade be what?").
Because the third research question is somewhat exploratory, there is not a fully
formulated hypothesis. It would seem that students would perceive ITAs understood their
responses if the responses were detailed and in-depth, and were not short and perfunctory. If
this is a perceptionof the students, it wouldseem like an accurate assumption, as it wouldbe
difficult to give a detailed, in-depth answer whennot understanding the questioncompletely.
Other factors are not known.
Beforediscussing the hypothesis to the final researchquestion, it is necessary to
discuss why ITAperceptions of their growth throughout theunit is important. Why is it
more beneficial for ITAs to self-evaluate in addition to receiving feedback from their
instructors than for only the instructor to inform the ITAs of the strengths andweaknesses of
theirperformances? If instructors are trying to prepare students to succeed on theirownin
the real world, then students need to be taught to self-assess their performances and
determine what they are doing correctly and incorrectly in order to improve. For example, if
a writing student has not mastered the skill oforganizing the contents ofhis papers and
simply relies onhis instructor to inform him how toorganize his papers, when hefinishes the
coursehe may or may not be able to organize papers hewrites in the future. If, however, he
is given the responsibility offirst evaluating the organization ofhis papers against criteria
throughout the semester and then compares his evaluations with his instructor's assessment,
he will come to know his specific writing habits and learn how to avoid those that are
detrimental; this process will help him learn to organize the contents of his papers correctly
in the future. This same logic is being applied to the 180Aoffice hour unit. If an ITA feels
he proceeds through his office hour with crystal clear communication and no moments of
miscommunication, he will continue in his behavior, whether he is accurate or not. If,
however, the ITA evaluates his own performance against set criteria and compares his
perceptions to his instructor's evaluation, he will learn whether his perceptions about his
communication were accurate or not, and will then take the lessons learned during the unit
and hopefully use them to improve. It is hypothesized that by ITAs self-evaluating their
performances in the pretest and posttest, they will be better able to ascertain their level of
mastery in all areas of evaluation, which, for this study, also assumes that they will be
accurate in their perceptions of their growth in the skill of requesting clarification.
Thesis Outline
Chapter Two provides a rationale both for the study and the activities used throughout
the course of the office hours unit. Chapter Three describes the participants and explains the
methodology used in this study. Chapter Four lists the results of the study, and Chapter Five
discusses the results and compares them to the hypotheses, and also lists the limitations of
this study and suggestions for further research.
CHAPTER 2: Literature Review
Preview
This chapter will first discuss past research on ITA training and the need for that
training to include interaction. Then the framework for this study—a communicative
competenceframework—will be explained. Next, researchabout clarification requests will
be examined, followedby a discussion abouteffectivecommunicative activities that promote
interaction. Finally, the importance of self-assessment and consideration of ITA attitudes
and values will be discussed.
Research on ITA Training and Communicative Competence Framework
As has been demonstrated throughmuch research (Bailey, 1984a; Bailey, 1984b;
Davies, Tyler, and Koran, 1989;Hinofotis andBailey, 1981; Kulik, Kulik, Cole, andBriggs,
1985; Tipton, 1990), communication between ITAs and students can be problematic. Bailey
(1984a) terms this problem "the foreign TA problem" (p. 309). Since the discovery of this
problem, many universities have installed ITA training programs, and research has shown
that these programs havebeen beneficial in assisting ITAs in acquiring some skills necessary
for teaching (Briggs andHofer, 1991; Davis, 1987; Hendel, Dunham, Smith, Solberg, Tzenis,
Carrier, and Smith, 1993).
Though this training maybe successful in helping ITAsachieve success lecturing
aboutor giving detailedexplanations of content area information in English, research has
revealed thatITAs may be less successful interacting with students onan interpersonal
level—that they may find difficulty in engaging in spontaneous conversation with students
about those same content area topics orrelated topics (Davies et al, 1989; deBerly, 1995;
Hoekje and Williams, 1994; McChesney, 1994; Myers andPlakans, 1991; Myers, 1994;
Sarkisian, 1984; Tipton, 1990; Yule, 1994). Myers (1994) states that although "pedagogical
effectiveness is a complex matter, one based on personality and linguistic proficiency as well
as on training," the ability to interact isa necessity ofall instructors (p. 100). Although
Myers' (1994) study focused on labassistants, theability to "be good listeners and skilled
negotiators to follow students' often complex and confusing questions" and to "ask effective
teaching questions to stimulate their students' thinking" carry over to teaching assistants who
help students in any one-on-one situation (p. 100). In these one-on-one situations, ITAsmay
experience less-structured interactionthan they are used to, because insteadof being in
control of the direction of the discourse and able to avoid or divert questions until a later
point in time, ITAs need to think on their feet and respond appropriately to any question that
arises. Myers (1994) notes that these skills tend to be ignored, with more attention going
to—using Brown and Yule's terms (1983)—"the 'transactional' rather than the
'interactional'" (p. 100). Yule (1994) points out that by allowing the focus to be only on the
transaction of information from ITA to student, the ITAs will be disadvantaged threefold; 1)
they will focus on their spoken performance and not on the needs of the listener, 2) they will
not learn how to interact with their students in one-on-one situations, and 3) they will
continue to use and instill nontarget-like language features in their minds by practicing them
over and over again in their lecture-style presentations.
According to the SPEAK/TEACH program at Iowa State University, in the Fall of
2004 there were 642 teaching assistantships and 162 combined assistantships (which may
include a combination of research, teaching, and administrative duties) in 48 academic
departments. Native-speakers held 53% of these appointments and non-native speakers 47%.
Because some of the ITAs, like those in 180A, are not of a high enough proficiency level to
teach, they are given lab, study table, or office hour assignments. Axelson and Madden
(1994) believe that although ITAs with lower level instructional abilities are given office
hour assignments in the hopes of giving them something more manageable, "an initial
investigation of a number of laboratory assignments and office-hour situations
indicates.. .that their interactive nature is far from easy to manage" (p. 154). To meet the
demands of these assignments, ITA training helps them develop strategies to communicate
clearly with undergraduate students in more one-on-one situations. This meets the need
described by Tipton (1990), that the diverse language demands on ITAs dependingon their
area of study, requires "a more individualized, specialized approach to training that depends
on the subject matter taught, the work environment (lab, classroom, office), and the cultural
and linguistic background of the ITA" (p. 11).
Because this fundamental need to train ITAs in interactive communication is at the
heart of this study, the communicative competence theoretical framework for ITA training
8described by Hoekje and Williams (1994) in their introductory chapter to Discourse and
Performance ofInternational Teaching Assistants will be adopted. Hoekje and Williams
(1994) note that for ITAs, "language skills cannot be separated from the context in which
they are practiced, that is, in the teaching assistant (TA) role" (p. 11). Because the ITA role
involves many language skills and also "implies a unique set of authority relationships with
students," Hoekje and Williams (1994) suggest setting ITA curriculum and assessment
"within a theoretical rhodel of language use that takes into account social relationships,
language appropriateness, and context" (p. 11).
What is particularly important for ITAs, Hoekje and Williams (1994) state, is the
emphasis on ITAs' "ability to use as well as know language" (12). Because ITAs' TOEFL
scores are high enough to get them accepted into universities, it seems as though the ITAs do
know the language. However, although most students learn how to read and write English
well enough to pass these types of tests, the linguistic background of many ITAs does not
include learning how to verbally communicate in English (Sarkisian, 1984). Many ITAs
were taught in an environment in which students were not encouraged to participate, so "they
may lack familiarity with the rules of English conversation that govern discussion...and they
may use non-verbal behavior that does not invite or support this kind of communication"
(Sarkisian, 325). For many, this results in their lack of ability to use the language, which
obviously impedes ITAs from being able to interact with their students.
For ITAs to be able to meet this need, their instruction must be focused around
improving their communicative competence. Communicative competence is a way to create
andmaintain a conversation in which bothparticipants are able to understand thegeneral
meaning of each other, allowing communication to continue. If a listener is unsure as to the
meaning of the speaker, negotiation of meaning ensues until comprehension takes place. If,
however, no clarification is attempted—if there is an "inability to construct coherence out of
what someone is saying to serious misinterpretation ofcommunicative intent"—problems
arise (Davies et al, 142). Davies et al point out that although a solitary miscue isnotcause
for alarm, "the cumulative effect is very damaging" (143). Because these types of
problems—these moments of miscommunication—are what leadto serious problems in the
long term, the ability to request clarification is a necessity for ITAs in interacting with
students one-on-one; ITAs need to leam to deal with moments of uncertainty as they are
occurring.
Because this study is concerned with ITAs' use of clarification requests when not
understanding student utterances, the framework for this study is specifically designed
around the discourse and strategic competence components, focusing on communicative
language proficiency emphasizing the social and interpersonal use of language, not
grammaticality. Canale (1983) states that meaning "is qualified by contextual variables such
as role of participants, setting, purpose, and norms of interaction, and authentic
communication thus requires continuous evaluation and negotiation of various levels of
information" (p. 340). Discourse competence is defined as "mastery of how to combine and
interpret meanings and forms to achieve unified text in different modes" by using both
"cohesion devices to relate forms" and "coherence rules to organize meanings" (Canale,p.
339). Hoekje and Williams (1994) note that receptive discourse competence—the ability to
interpret student questions and handle them in an appropriate manner—though problematic
for many ITAs, is not well understood. Hoekje andWilliams (1994) note that different
discourse domains involve different competencies—a classroomenvironment, for example,
will involve different discourse functions than a laboratory setting. Axelson and Madden
(1994) also note the difference between the formal discourse of a lecture situation in which
using students' names and praising student responses is important, to the more informal
discourse style of a lab in which the ITA need only to "acknowledge the needs of the
students," to the most interpersonal discourse style of an office hour, in which the ITA needs
to frame the interaction (i.e. usingthe students' names, greeting them, using small talk) and
usepraise and reassurance to makethe student feel comfortable (p. 167). Additionally,
conversing with a studentabout content-area information is a different type of discourse
domain than discussing academic topics such as tests, grading scales, andabsence policies.
Strategic competence is the ability to useverbal and nonverbal strategies both to
"compensate for breakdowns in communication due to insufficient competence or to
performance limitations" andto "enhance the rhetorical effect ofutterances" (Canale, p.
339). AsHoekjeandWilliams (1994) point out, this is a crucial ability for ITAs because it is
needed towork through weaknesses intheother competencies. They state that "the goal of
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most ITAprograms is to improve communication skills in the teaching context so as to better
serve the undergraduate population, not necessarily to foster the second language acquisition
of the ITAs," and that because this goal "may be to improve communicative performance
over linguistic competence, instructional strategiesmay be at odds with the goals of general
ESL programs" (pp. 24, 25). In ITA training it is impossible for ITAs to learn how to be
target-like in every teaching situation—how to pronounce every sound correcdy, how to
respond to every question accurately, how to state all utterances in native-like terms. It is
possible, however, to teach ITAs strategies that can help them work through difficulties as
they arise.
One such difficulty that arises in one-on-one communication, that is especially
problematic for ITAs who have a lack of oral proficiency in speaking and listening in
English, is dealing with questions. McChesney (1994) found that students ask, on average,
one question per minute during office hours. In Bauer^s (1991) study of ITA perceptions of
their roles as instructors, understanding and responding to student questions was one of the
top three concerns. Rounds (1994) notes that most research on teacher-student questioning
has focused on the types of questions teachers can use in the classroom to elicit output from
their students. The perspective of responding to student questions, Rounds (1994) notes, is
"by and large uncharted territory" (p. 105). To emphasize the complicated nature of the
question/answer process. Rounds (1994) explains Dillon's (1986) question conceptualizing
framework. Dillon's (1986) framework states that after moving through a three-step
process—the creation of a presupposition in the mind of the student, the asking of the
question by the student, and the answering of the question by the instructor—the instructor,
through learning the level of understanding of the student, is then able to individualize
instruction. Rounds (1994) points out that Dillon's framework, though a clear illustration of
the responsibility each student question holds for the instructor, "does not address the key
first step for nonnative speakers, which is that the teacher needs to understand the question"
(p. 106).
Thus, if an ITA does not understand a question, then the response that Goody (1978)
notes is compelled, required, or even demanded, may never result (Rounds, p. 23). Davieset
al (1989) state that responding to student questions is problematic for ITAs because the
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questions are spontaneous and are "outside of the teacher's planned discourse" (p. 141).
Bauer (1991) indicates that speed also causes problems for ITA comprehension.
Additionally, according to Rounds (1987) and McChesney (1994), because students
sometimes utter questions as they are being formed in their heads, these questions are
indirect and may be difficult for the ITAs to interpret. Also, Rounds (1994) states that as
noted by Byrd, Constantinides, and Pennington (1989), students often resort to
ungrammatical question forms that ITAs do not recognize. Additionally, Rounds (1994)
states that Guiiiperz, Jupp, and Roberts (1979) point out that differentmanners of speaking,
such as pronouncing words/phrases unclearly, often cause miscommunication. Researchers
(Rounds, 1987; Rounds, 1994; Myers and Plakans, 1991; Axelson and Madden, 1994; de
Berly, 1995) have also noted that the use of slang in questions creates difficulties.
What, then, is the most effective way to teach ITAs how to respond to student
questions or other utterances they do not understand? Some researchers (de Berly, 1995)
believethat ITAs should be taught idiomaticexpressions in order to better acculturate into
their role as instructors to American students. Rounds (1987) states that although many
training programs focus on "general-purpose language-learning materials," it would be more
effective to focus on strategies that teach ITAs tobemore "communicatively competent"
(643). Therefore, instead of only teaching the ITAs idiomatic expressions or common ways
thatnative speakers form ungrammatical questions, it would seem more beneficial that they
first leam different strategies about how to request clarification, second, become confident
using these clarification requests, and, through this process, become involved in language
learning. Because the ITAs are not used to the listening and responding inherent in fielding
questions, "meaning often has tobenegotiated through clarification and paraphrase" (Davies
et al, p. 141). Theseare strategies the ITAs may use in theirLI, but find difficult to use in
their L2 without training.
A clarification request, as defined by Gass andSelinker (2001), is "a device used in
conversation to ask for more information when something has not been understood" (p. 451).
Studies researching clarification requests usually examine whether ornotNS clarification
requests allow for NNSs to produce modified output (and if so, how much), and if this
modification leads to second language acquisition (Ellis, 1999; Gass and Selinker; 2001;
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Long and Porter, 1985; Pica, 1987;Pica, Young, and Doughty, 1987; Pica, Holliday, Lewis,
and Morgentahaler, 1989; Pica, Kanagy, and Faladun, 1993; Polio and Gass, 1998).
However, few researchers have examined NNS use of clarification requests; thus, this study
examines NSS use of clarification requests as a way to prevent miscommunication between
NSs and NNSs. Myers (1994) and Myers and Plakans (1989) have stressed the importance
of ITAs learning clarification strategies. Although clarification requests can be as simple as
uttering a "Pardon?" or "Excuse me?", the use of more involved and conversation-specific
clarification requests is beneficial because they will allow the ITA to elicit more explicit
information. Therefore, by first observing ITAs' natural use of clarification requests before
being instructed as to how to use them in discourse, then examining their use of them during
instruction, and finally observing their use of them in an authentic situation after a unit is
completed, it will hopefully be demonstrated that teaching ITAs a strategy to help avoid
miscommunication is an efficient use of teaching time that results in clearer communication
in one-on-one situations.
Training Considerations
Because of the necessity for ITAs to improve their communicative competence-
specifically the discourse and strategic competencies—it is important that activities used in
class allow language learners to focus not only on linguistic accuracy, but also on
communication skills. Group and pair work is necessary because it promotes interaction,
which allows for negotiation of meaning, and, through negotiation, the use of clarification
requests (Myers, 1994; Yule, 1994; Pica et al, 1993). Therefore, group and pair work are
preferable to teacher-fronted classrooms. According to Pica et al (1993), having students
work in pairs or small groups "maximizes the amount of time each student has available to
use the target language and creates a more authentic situation in which language is used for
communication to reach a common goal" (p. 31).
As noted by Pica et al (1993), although tasks have been defined in manyways, there
are two recurrent characteristics: they are goal-oriented and involve learners taking active
roles in execution,whether workingalone or withother participants. Pica et al (1993) state
that in order for learners to successfully complete a communicative task, they must"take
initiatives in seeking helpwith whatever they do not understand and inmaking themselves
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understood whenever their own message is unclear" (p. 12). Pica et al (1993) define the ideal
task as being one in which 1) "each interactant holds a differentportion of information which
must be exchanged and manipulated in order to reach the task outcome," 2) "both
interactants are required to request and supply this information to each other", 3)
"interactants have thesame or convergent goals", and4) "only oneacceptable outcome is
possible from their attempts tomeet this goal" (p. 17). They believe that in this type of
situation, interlocutors will bemore likely tonegotiate, receive feedback, and modify output,
and researchhas shown this to be true (LongandPorter, 1985; Pica, 1993;Pica et al, 1996;
Swain and Lapkin, 1998; Yule, 1994). The jigsaw, a communication activity inwhich each
learner holds some of the information which must beexchanged in orderto reach the task
goal, is, as noted by these researchers, quite successful.
Jigsaw tasks also allow for more integration of skills inwhich there is a genuine flow
of information thatmimics thecreativity and spontaneity of real world situations, inwhich
both speakers are producers andreceivers (Geddes, 1981; Johnson, 1981; Plattand Brooks,
2002; Yule, 1994). Geddes (1981) and Johnson (1981) both believe that jigsaw tasks are
valuable in teaching students how to get content across, even ifgrammatically, the message
is not perfect. Jigsaw tasks are also used because they give students ownership of the task
(Flaitz et al, 1995). Researchers have also noted (Long and Porter, 1985; Storch, 1999) that
NNS students have more talking time (hence, more negotiation ofmeaning), engage in "real"
communication, and can practice a variety oflanguage functions while ina positive affective
climate all ofwhich increase motivation to leam, which allows for improvement in
communication. Both Pica etal (1987) and Polio and Gass (1998) found that interactionally
modified input, which permitted NNSs to request clarification, allowed forbetter
comprehension, and that interactional modifications do help in comprehending input.
Although the purpose ofthese activities in this unit is to improve strategic
competence and not foster SLA, Yule (1994) cites Gass and Varonis' 1989 study as one in
which learners who modified their speech during interaction made longer-term changes in
their L2 performance. Yule (1994) notes that since the focus of the ITAs' language is on
their performance and not on their acquisition, then the spoken language is the focus, "and
the fact that beneficial changes in L2 performance have been shown to emerge from
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interactive language use creates a powerful incentive to build specifically interactive tasks
into training programs" (p. 191).
Although it is effective to use some classroom activities that focus on form, it is also
important to allow students more meaningful practice, which is why role-play simulation
activities are helpful during class time preparation and are effective in assessing skills
learned in class. The basic feature of role-plays is the student'sfreedom to choose—either
"to choose whatever language he pleases or to develop the character or situation as he
wishes" (Sturtridge, 126). Sturtridge (1987) also points out the importance of making the
roles used in role-plays applicableto students' needs. In this study, the ITAs participate in
class role-play simulations in which ITAs serve in the ITA role and the student role, and
since ITAs are also students, these role-plays allow them to practicemeaningful roles.
Jenkins (1995) points out the importance of using scenarios in role-plays to allow ITAs and
students to exchange "realistic and meaningful information" (p. 115). The use of scenarios
for role-playsimulations are a more free-form of the role-play, and are used during the in-
class activity.
Davies,Tyler, and Koran (1989) note, however, that the effectivenessof role-play in
theclassroom is limited to a certain extentbecause the roleof the undergraduate native
English speaker is playedby another ITA, whose "reactions and perceptions are often not
close to those of anAmerican undergraduate" (p. 141). Therefore, it is important to test ITA
performance ina more real-life situation—mock office hours with native students. Gumperz
(1982) states that"recreating socially realistic experimental conditions" is key, and that "if
these naturalistic situations are skillfully constructed andnot toocarefully predetermined,
rhetorical strategies will emerge automatically without conscious planning, as such strategies
areso deeply embedded in theparticipants' practices" (p. 11). Furthermore, as Jenkins
(1995) points out, "any teaching situation is anopen-ended scenario, because it is never
possible to predict entirely how the teacher orthe student will deal with the interaction" (p.
115). In this situation, the ITAs play themselves, which Sturtridge (1987) points out is the
most meaningful role-play, and that even though they control theconcept to teach, the
situation allows them to act naturally. Jenkins (1995) notes the importance ofusing
undergraduate students inITA training not only to role-play the student role in different
15
interactive situations with the ITA and to serve as conversation partners, but also to represent
the student perspective. This study alsowishes to represent the student perspective in
interaction, and so includes student perceptions of ITA understanding.
In order for ITAs to grow in communicativecompetence through this unit, it is
important that they be able to self-assess their performances accurately. Many researchers
call for ITAs to view and analyze TA office hour performances on video (McChesney, 1994;
Sarkinsian, 1984; Davies et al, 1989). Having ITAs examine their own performances in the
pretest and posttest is useful so that they are able to, as Sarkinsian (1984) explains, "practice
new skills, identify their own strengths and weaknesses, and observe subsequent
improvement" (p. 326). Both Sarkinsian (1984) and Davies et al (1989) had ITAs view their
performances on video, evaluate and critique them, and then re-role-play the same scenarios
with new students, implementing what they had learned. Self-assessment is used similarly
for this study; ITAs self-evaluate their pretest performance after learning about important
strategies to use in office hours, and then try to implement them in the posttest. Davies and
Tyler (1994) note the importance of reducing ITAs* anxiety about speaking English, and
believe that one way is "with the development of confidence in their ability to cope with any
future miscommunications by using the resource of native speakers to discover cues" and
that "anecdotal evidence shows that ITAs' confidence in their ability to negotiate and thus in
their willingness to engage in interaction with native speakers does increase" (p. 218).
Again, by teaching ITAs strategies—in this case, clarification requests—their willingness to
speak with others in their L2 will increase as their anxiety decreases, which can lead them to
become more successful in one-on-one interaction with students, and which, as noted by
Davies and Tyler (1994) can result in the ITAs better establishing rapport with their students
and allowing the students to feel more comfortable with their ITAs. Both the ITA and the
student "become better listeners and more effective partners in conversation" (p. 219). The
key, then, as noted by Davies and Tyler (1994), is for language teachers to "find ways to
facilitate the process of language socialization, in effect helping ITAs learn how to operate at
the level of metacommunicative awareness and analysis" (p. 219).
In the midst of discussing ways to help ITAs use and assess their use of clarification
requests, it is also necessary to discuss how ITA attitudes may affect their use of clarification
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requests. Numrich (1993) believes that attitudes and values "need to be considered in
determining [ITA] effectiveness and the nature of [ITA] training in ITA programs across the
nation" (p. 359). For this study, ITA attitudes and values are considered important, because
if the ITAs do not use clarification requests for attitudinal reasons, simply teaching them how
to use clarification requests will not be beneficial. By understanding the mindsets of the
ITAs, it is easier for ITA instructors to be able to effectively approach teaching a particular
skill like requesting clarification.
As Van Dijk (1989) states, "social power relationships are characteristically
manifested in interaction" and that this power is "intentionally or unwittingly exercised by A
in order to maintain or enlarge this powerbasis of A, or to prevent B from acquiring it" (p.
20). It is commonknowledge that in an academic setting, the teacher is perceived to be an
expert, and to have higher status than the student. However, Shaw and Bailey (1990) point
out that negotiation of teacher-student roles between instructors and students is customary in
U.S. university classrooms, while other cultures define teacher and student roles more
narrowly, thus affecting the amount of negotiation considered acceptable. For an ITA in the
United States, the situation is more complicated because, as Tyler (1995) states, "while the
NNS teacher has higher institutional status andhigher status because of expertise in the
content area, the NS student is typically thought to have higher status in regard to greater
knowledge of the language and theculture" (p. 131). Gunesekera (1987) points out that this
difference is especially noticeable in a typical officehour situation; "there is another
dimension of inequality in the form of linguistic competence and cultural familiarity" held by
the student that the ITAdoes not possess (p. 25). In herstudy of officehours between an
ITA and a NS student, she terms this asymmetry ofpower as"a 'differentially unequal
encounter,' where both participants are unequal at different levels and indifferent aspects of
the encounter" (p. 25).
Bardovi-Harlig and Hartford (1990) and Hartford and Bardovi-Harlig (1992) have
studied how cross-cultural differencesmay result inmiscommunication between NS and
NNSs. Both studies show that "differences in perception and enactment ofparticipant roles
and status may contribute to NS-NNS miscommunication" (Tyler, p. 130). Bardovi-Harlig
andHartford (1990), in researching academic advising sessions between NS advisers anNS
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and NNS graduate student advisees, note that in this type of situation the Maxim of
Congruence must be followed. The Maxim is defined as follows: "Make your contribution
congruent with your status. If congruence is not possible, mitigate noncongruence by
employing a status-preserving strategy" (Bardovi-Harlig and Hartford, p. 477). For ITAs to
comply with this maxim during an office hour setting, they may feel as though requesting
clarification is not acceptable. If ITAs' unfamiliarity with the negotiation of teacher-student
roles is compounded by them feeling as though they are already losing face in front of their
students because of their lack of performance in English, the ITAs will do everything in their
power to avoid appearing as though they lack knowledge.
Tyler and Davies (1990) point out that "as a non-native, the International Teaching
Assistant is balancing multiple, often conflicting schemas which are at variance with the
student's schema" (p. 404). In their study of a Korean ITA interacting with a native English-
speaking student, Tyler and Davies (1990) point out that even though the Korean ITA "is on
some level aware that in the US teacher-student relations are less authoritarian than in Korea"
his method of dealing with the student, who is complaining about a low grade, is not in tune
with a native approach (p. 404). The way the ITA responds gives the student the impression
of the ITA "as authoritarian, defensive or unsympathetic" (p. 404). This demonstrates that
sometimes, even ITAs who are aware of the difference in teacher-student relations between
culturesmay still have difficulty adapting to a different cultural setting. This does not take
into consideration those ITAs who are unaware of the differences.
Shaw and Bailey (1990) state that internationalstudents who have difficulty
following instructor discourse need to establish requesting repetition and clarification as a
norm during the first few weeks of class when class norms are being established, in order to
have their needs met throughout the semester. The same seems true of an ITA and a student
in an officehour. If an ITA, even when not understanding student utterances, does not
establish the norm of requesting repetition or clarification during one-on-one interaction, the
studentwill be accustomed to speakingnatively withno modifications. This will result not
only inthe possibility ofmiscommunication, but also in theITAs' continuing discomfort in
one-on-one situations with the student.
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This attitude towards preserving face may be especially present in Asian ITAs.
Scollon and Scollon (1991) note that in Asian culture, in which Confucianism is the school of
thought, "in virtually any imaginable pair of speakers, one is thought to be higher, however
slightly, and the other lower by the same degree" (p. 117). In a teacher-student relationship,
then, the teacher is considered to be of higher status, while the student is of a lower one. In
fact, Scollon and Scollon (1991) state that of the three contexts—educational, business, and
government—"the classroom is the most clearly defined and rigidly traditional," in which
"the teacher owes his or her authority to the student.. .and the student owes his or her respect
to the teacher" (p. 121). This relationship is not constrained to the classroom, but applies in
all other contexts as well. Therefore, Asian ITAs in an office hour situation, in order to
maintain that relationship, may be hesitant to do or say something that may result in the
student questioning their status. Therefore, ITAs need to be trained as to what type of
behavior is acceptable in American culture, and be allowed to practice that behaviorso it
comes naturally during interaction.
Summary
This chapterdiscussed the importance of focusing on interaction in ITAtraining in
order to develop ITAs communicative competence. It was also established that the use of
communicative activities such as jigsaw tasks and role-play simulations to promote
interaction. Additionally, the importance of ITAself-assessment to assist ITAs in improving
their communicative competencewas asserted. Finally, considerationof ITA attitudes—
especially Asian ITAs—in preventing the use of strategies like requesting clarification was
emphasized.
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CHAPTERS: Methodology
Participants
The participants were fourteen graduate ITAs assigned to 180A. All ITAs were
Asian: 12 Chinese (1 Taiwanese, 11 PRC), 1 Korean, and 1 Japanese. Participants had spent
3-48 months in an English-speaking country, and one-half to seven semesters enrolled at
Iowa State University, studying in different departments (Aerospace Engineering; Apparel,
Educational Studies, and Hospitality Management; Art Design; Biochemistry, Biophysics,
and Molecular Biology; Food Science and Human Nutrition and Toxicology; Geological and
Atmospheric Sciences; Mechanical Engineering; Physics; Statistics). Table 1 gives a
description of each participant.
Table 1: Participant Data
ITA Gender Country *Years studying
English in home
country
^Months in
English-speaking
country
*Current
semester at ISU
1 F Korea 6 48 6
2 M PRC 12 7 2
3 M PRC 10 7 2
4 M PRC 12 3 1
5 M PRC 10 3 1
6 M PRC 15 48 7
7 F PRC 13 9 2
8 F PRC 10 3 1
9 M Taiwan 10 19 4
10 F PRC 10 18 2
11 F Japan 7 27 1
12 F PRC 10 7 2
13 F PRC 9 15 3
14
M PRC
13
24 in Singapore;
24 in USA
4
* self reported
Data Collection
Day One
In Day One, ITAs were oriented to the office hour unit. The instructor gave a brief
overviewof the unit, took an informal surveyof howmany ITAs had either attended or given
an office hour, and had the ITAs work together to come up with a definition of office hours.
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Only a few ITAs had given office hours, but all had attended office hours given by their
instructors. Their list of what constitutes an office hour included the following: answering
student questions, meeting face-to-face in a TA or professor's office, meeting during fixed
hours outside of class time, and conversing informally.
The ITAs then viewed "Learning Face to Face," a video designed to show how TAs
can achieve successful communication during office hours. The video, produced by the
Wisconsin Board of Regents in 1996, was created primarily to orient freshman at universities
to ITA expectations and to orient international students preparing to become ITAs to student
expectations. Following the viewing of the video, during which the ITAs completed a
handout (see Appendix A), the instructor led class discussion. First, they discussed how the
video defined office hours: a place for students to ask questions they did not get a chance to
ask or were too shy to ask in class, a time to get additional information, and a time to get to
know your TA. The ITAs then discussed the different types of teaching styles used in the
office hour: the demonstration style, which allows the TA to demonstrate how to solve a
problem step-by-step; the Socratic style, in whichTAs ask questions to students; anda
techniquecombining both methods, in which theTA asks questions to the students and also
gives advice. The video illustrated to students the importance of asking questions, the
possibility of going to an officehour with another student, and the necessity of getting
example problems explained.
The ITAs were then given the simulated office hour pretest assignment sheet (see
Appendix B), which oriented them to theoffice hour simulation thatwas to take place during
the following class. During the simulations, an ITA would sit in a vacant classroom (serving
as an office), and a student wouldvisit to askabout a specific concept or problem discussed
in a previous class. The scenarios the ITAs created for the pretest, then, werewritten for the
students, to orient themas to why they were visiting their ITAduring officehours (for
samples of test scenarios, see Appendix C). These scenarios were checked andcollected by
the instructor.
It is important to note that eachITAcreated the scenario. Although this is not
authentic of a real office hoursituation, it is acceptable for this study for a few reasons. First,
the instructor conducts the assessment for this unit this way for a practical reason; the two
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students who will meet with the ITAs for the office hour simulations do not have extensive
topical knowledge in all areas, and it would be impossible for them to create scenarios on
their own. Third, the focus of this study is not on the content being taught in the office hour,
but on how ITAs handle student comments and questions. Also, if the ITAs were teaching or
assisting a professor in a course, they would be aware of what topics were being taught and
what types of problems students would need to discuss. Therefore, it is logical for this unit
that the ITAs choose problems to explain to the students.
It is also necessary to mention that the office hour pretest was an addition to the
original curriculum created by the instructor. It was added so the growth of the ITAs through
the office hour unit could be documented. Therefore, it was not evaluated by the instructor.
Day Two
During class time on the second day of the unit, the students completed activities
unrelated to the office hours unit with the instructor in the classroom. During class, each ITA
left the classroom to participate in the simulatedoffice hour pretest. In the pretests, two
American graduate students, Anne and Chris, posed as undergraduate students and tried to
elicit clarification requests by using set words and phrases such as "Will my grade be
docked?" or "Is the next exam cumulative?" (seeAppendix D for a complete list). These set
words and phrases were noted, through either the University of Minnesota's ITA Listening
Materials website (Common Questions for InternationalTAs) or one of two ITA training
manuals (Pica, Barnes, & Finger, 1990; Smith, Meyers, and Burkhalter, 1992), to be difficult
for ITAs.
Before participating in the data collection, Anne and Chris received training in
which they were given the set words and phrases andwere instructedas to how theycould fit
them into discourse. They were also provided with the pretest scenarios the ITAs had
created. Then, with one serving as the "ITA" and one serving as the "undergraduate
student," they role-played an office hour situation, trying to integrate the set words and
phrases. The roles were reversed and they role-played a second time. When they felt
comfortable with the task, the training ended.
Anne and Chris worked in separate rooms during the pretest. The ITA first entered
the room, and then the student entered and the office hour simulation was carried out. Anne
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and Chris self-monitored the time, trying to allow each ITA 5-7 minutes to complete the
office hour, but times varied from approximately five minutes to twelve minutes, depending
on the amount of information the ITAs had prepared. The office hour simulations were both
audio and video taped and all dialogues involving the set words and phrases (or any terms
used by the students for which the ITAs requested clarification) transcribed.
Although it may not seem authentic to have graduate students serve as
undergraduate students, it was decided that it was more important that the students be
individuals the researcher knew and trusted to integrate the set words and phrases into the
office hour situation than that they were actual undergraduate students. The ITAs had never
met Anne and Chris before, and so did not know they were graduate students. It is also
important to note that two students were used because it was felt that if only one student were
used, the ITAs' familiarity with this undergraduate student may affect the posttest data.
Therefore, the seven ITAs who participated in the pretest with Anne participated in the
posttest with Chris, and the seven who participated in the pretest with Chris participated in
the posttest with Anne.
Day three
During the next class period, the ITAs learned about and practiced effective strategies
for conducting office hours. The instructor began by asking the ITAs about the pretests:
how they felt the office hours had gone, what problems they had encountered, how they
handled these problems, etc. Among the issues raised voluntarily by the ITAs was the
problem of what to do when they did not understanda term used by the students. ITA 1
stated that she didn't understand "grade on a curve," and that, since she did not know what to
do, she pretended to know the answer.
The instructor then explained the first jigsaw activity, which was to teach the ITAs
six strategies of successful office hours: greeting the student, getting to the point, keeping on
the point, requesting clarification, expressing disagreement, and bringing closure(the activity
can be seen in Appendix E). The ITAswere assigned to male/femalepairs, and the pairs
dispersed between 3 classrooms, so their participation in the jigsaw activity couldbe tape-
recorded. After finishing the first jigsaw activity, the ITAs returned to the main classroom
anddiscussed the strategies as a class. Oneof thesix strategies was requesting clarification,
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and the instructor used this to introduce the second jigsaw activity, which was designed for
the ITAs to practice clarification strategies (see Appendix F). The instructor used ITA 1's
situation, mentioned above, as a starting point. What could ITA 1 have done differently?
What could she have said? The ITAs and instructor brainstormed some possiblestrategies:
asking for repetition ("I'm sorry?", "Pardon?", "Could you repeat that?"), asking for meaning
("What do you mean?", "What's the meaning of 'grade on a curve'?", "Grade on a curve?"),
asking for modification ("Could you say thatmore slowly?"), and restating the question
("Will I be gradingon a what?"). After discussing these types of strategies, the pairs
returnedto their same classrooms and completed the clarification strategy activity. Bothpair
activity dialogues were tape-recorded and transcribed.
Day Four
The following class period, the ITAs practiced the six strategies by participating in
role-plays. The instructor first elicited the six strategies of successful office hours, and then
the ITAs worked in pairs to role-play. Each ITA received a student role with a scenario
explaining why the studentwould cometo office hours. For example, "Youhave questions
about the coursematerial becauseyou have a midterm nextweek, but you have a class during
the TA's office hours andwant to arrange an alternative meeting time; you should explain
what material youhave questions about." (Formore sample scenarios, seeAppendix G).
While one ITA took the student role, the other ITA was to listen to the student's situation,
negotiateor find out more details if necessary, and give the student needed information,
keeping inmind the six strategies of successful office hours. Once completed, the ITAs were
to switch roles, so the "student"played the "ITA"and vice versa. The guidelines theITA
role was to follow were: 1) follow standard department orsupervising professors' policies,
2) be concerned about the student, but also be consistent about policies and remember you
are the ones in control of the office hour, and 3) always explain your thinking and how you
reached your decisions or answers, because those facts are the evidence the students are
seeking.
After the ITAs practiced in pairs, the instructor asked how many of them received an
answer they were satisfied with—how many ofthem knew why the instructor agreed or
disagreed with their request? Most responded that they were not satisfied, and the instructor
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emphasized that they must elaborate why they are denying students' requests when they
conduct their own office hours. Additionally, she mentioned that if the ITA sends the student
on to see the professor of the course, it is still advisable to preface it with what they guess
may be the case (i.e. "I'm sorry, I don't think you'll be able to do that, but you might try to
contact the professor just to be sure."). At the end of class, the instructor randomly chose
ITAs to role-play in front of class. The ITAs were paired with ITAs who were not their
partners for the in-class exercise, so the role-plays were natural, not rehearsed.
Day Five
Most class activities for this day were not related to the office hour unit. However, all
ITAs were given a copy of their office hour pretest on CD and an individualized self-
evaluation sheet to complete before the office hour posttest (for a sample, see AppendixH).
Self-evaluation sheets were given after the unitwas completed in order for ITAs to first learn
strategies of successful office hours and then evaluate if they had used those strategies during
their pretests. Four parts of the form were taken from the original self-evaluation form
created by the instructor, and asked the ITAs 1) about the success of the overall task, 2) about
pronunciation problems,,3) if they had used the six strategies of a successful office hour, and
4) open-ended questions about the officehour. One section, asking about the ITAs'
understanding of the set words and phrases used in their officehours and how they handled
moments of confusion, was added by the researcher and was individualized for each ITA.
Anne and Cluris also receivedCD copies of the officehour pretests they had
participated in and forms to fill out to record theirperceptions of the ITAs' understanding of
the set words and phrases (for a sample, seeAppendix I). The ITA self-evaluation forms and
the student perception forms were filled out in order to discover: 1) how often
miscommunication resulted between the ITA and the student, 2) what the causes of
miscommunication and clear communicationwere, and 3) how often the ITAs used
clarification requests to avoid miscommunication.
Additionally, the ITAs were given the posttest assignment sheet (see Appendix J) and
created their posttest scenarios. Each ITA created a scenario different from the pretest;
however, the scenarios were of the same format. It is important tonote that the posttest
assignment sheet differed from the pretest assignment sheetin that it included a list of criteria
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that would be used by the instructor when evaluating the office hour simulations. This
information was not included on the pretest assignment sheet, as the pretest was meant to
discover what strategies the ITAs would use naturally when conducting an office hour and
was not evaluated by the instructor. Since the purpose of the posttest was to evaluate how
well the ITAs used the strategies taught and practiced in class, the posttest assignment did
include a list of criteria. Additionally, since the posttest, unlike the pretest, was evaluated by
the instructor, the criteria were necessary so that the instructor felt she was communicating to
the ITAs what they would be evaluated on. The instructor evaluations were simplified
versions of the ITA self-evaluation form, includingthe overall task, pronunciation, and office
hour strategies. The evaluation forms asked the ITAs and instructors to rate the ITA as either
using, slightly using, or not using the office hour strategies discussed in class. The instructor
did not grade the ITAs on a scale; she simply evaluated their use of strategies.
Days Six and Seven
On these days, the ITAs participated in simulated office hour posttests in whichAnne
and Chris again tried to elicit clarification requests using set words and phrases similarto
those used in the pretest (see Appendix C). This data was collectedduring two class periods
because the instructor needed to view each office hour for gradingpurposes. Anne
performed as the student the first day, and Chris the second. During the office hour posttests,
the other students were participating in class activities not related to the office hour unit.
During the posttests, two videocameras were running; one that taped the posttests for the
researcher, and one the instructor used to tape each office hour on separate tapes for each
ITA. Because of the timing of the data collection, it was necessary for the ITAs to take their
self-evaluation forms home the day they completed the posttest. Therefore, Anne andChris
weregivenchecklists with the set words andphrases meant to elicit clarification requests,
and, as they progressed through their simulations, they ticked off thewords and phrases they
used (for a sample, see AppendixK). After the posttestswerefinished, the wordsand
phrases used werehand-written onto theselfevaluation forms, and the forms and tapes sent
home with the ITAs.
The posttest forms were, for themost part, identical to the pretest forms. However,
additional questions asking for more information about pronunciation problems were added
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by the instructor, and the set words and phrases that were listed on the forms were not in
chronological order, as they were on the pretest forms. Copies of the posttests were also
made for Anne and Chris, and questionnaires asking for their perceptions of the ITAs'
understanding of the set words and phrases were again completed.
Days Eight and Nine
During the final days of the office hours unit, the ITA, instructor, and researcher
conferenced about the posttests. While the instructor asked about all skills taught in the
office hour unit and worked with pronunciation problems, the researcher asked ITAs 1) how
they felt requesting clarificationdiffered from the pretest to the posttest, 2) how they felt
their use of clarificationrequests from their pretestperformance to their posttest
performance, 3) how they felt about requesting clarification in general and in an officehour
situation, and4) how they dealtwithmoments of misunderstanding with the undergraduate
student, and why they handled the situations as theyhad. The conferenceswere audio-taped,
and pertinent utterances transcribed.
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CHAPTER 4: Results
Pretest Data
Table 2 states the number of occurrences of miscommunication and clear
communication that resulted in the office hour pretests. ITA responses indicating whetheror
not they understood the set words and phrases usedby students in the office hour pretests
were compared with student responses indicatingwhether or not they perceived the ITA
understood the set words and phrases. To view a version of Table 2 with the set words and
phrases listed, please see Appendix L.
Table 2: Pretest Data
ITA Miscommunication Clear Communication
Misunderstanding ITA No: ITA No: ITA Yes: Requested ITA Yes;
Student No Student Yes Student No clariflcation Student Yes
1 1 1 1 2
2 2 1 3
3 1 1 1
4 1 1 3
5 3 1
6 1 I 3
7 2 2
8 1 1 1 2
9 1 6
10 4
11 I 1 1 2
12 1 3 2
13 1 1 2 3
14 1 4
Total 3 7 10 3 12 36
Key
ITA No; Student No ITA did not understand: student perceived ITA might not or did not unHersfand
ITA No; Student Yes ITA did not understand; student perceived ITA might or did understand
ITA Yes: Student No ITA understood; student perceived ITA might not or did not understand
Requested Clarification ITA did not understand but requested clarification, which led to understanding
ITA Yes: Student Yes ITA understood; student perceived ITA understood
In the pretest, there were threemisunderstandings, seven occurrences of the ITA not
understanding and the student perceiving the ITAmightnot or did not understand, ten
occurrences of the ITA riot understanding but thestudent perceiving the ITAmight or did
understand, and three occurrences of the ITA understanding butthe student perceiving the
ITA might notor did notunderstand. Amisunderstanding is defined as a type of
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miscommunication resulting from a misunderstanding of the terminology; a listener may
think they know a word, but then discover they are wrong as the conversation develops. In
the collected data, there were three such occasions when ITAs stated they misunderstood a
term. However, although the ITAs stated they misunderstood, it appeared to the students that
the ITAs seemed to be guessing as to what certain terms meant. ITA 4, for example, stated
that he misunderstood the meaning of the word "cumulative."
Chris: Are the quizzes cumulative?
ITA 4: Cumulative?
Chris: Yeah.
ITA 4: They are multiple choices.
Chris: Oh, yeah, I mean, are they cumulative, do they have all the information from the beginning of the
semester on the quizzes, or only the last thing we just talked about?
ITA 4: Yeah, yeah, yeah, only the latest issue we covered.
Chris: Ok.
ITA 4: Each quiz will cover the, the latest material.
Chris; Ok. But then the final will be cumulative?
ITA 4: Yeah, yeah.
Ghris perceived that when ITA 4 responded that the tasks would be multiple choice, it
was indicative of the fact that the ITA was "guessing that 'cumulative' is a type of task."
However, the ITA stated that he simplymisunderstood. ITA4 did repeat the word
"cumulative," and may have been requesting clarification. However, Chris thought he was
confirming that he heard the term correctly, and so did not elaborate. Another example is
ITA 6.
Chris: Does the professor, um, give partial credit sometimes?
ITA6: Uh, yeah, I think.Yes, she has talkedaboutthispoint. Yeah, shewill give someextrapoints if
you, yeah.
Chris: If, ah...
ITA6: Youcan answer the question, if, shewill give the extrapoints.
Chris: Uh, Ok.
ITA 6: Is that what you...?
Chris: Uh, yeah, so, but if you, if I getsthe answer wrong, the wrong conclusion, but I, I havea lotof the
right...
ITA 6: Yeah, I think she, she can care.. .she can care about this.
Chris: She can give some.
ITA 6: Yeah.
Chris: Ok.
ITA 6 stated on his self-evaluation form that"I made mistake. I thought 'partial
credit' meaned 'extra credit.'" This may be, but it appeared toChris that he was guessing,
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and that by ITA 6 asking "Is that what you..ITA 6 was indicating that he did not know
the meaning. ITA 12 is the final example. She stated that she misunderstood "docked."
Anne: I was sick yesterday,
ITA 12: Ok.
Anne: so I didn't come to class. Is my grade gonna be docked?
ITA 12: Yeah? (laughter)
Anne: No?
ITA 12: Your grade... (silence)
Anne: Is it gonna be docked for me missing class yesterday?
ITA 12: I think, uh...
Anne: Am I gonna get points taken off?
ITA 12: No.
Anne: No? Ok.
On her self-evaluation form, ITA 12wrote "At first I thought I understood it. But
later I found I misunderstood it. Fortunately Anne asked the question in a different way.
And I understood it." Although Amie rephrased the question herself without the ITA
requesting clarification, this is the type of situation in which, once the ITA knew she had
misunderstood, she should request clarification andnot wait for the studentto rephrase.
There are seven instances of the first type of miscommunication, in which the ITA
did not understand the word or phrase and the studentperceivedthis misunderstanding. The
following dialogue betweenChris and ITA 1 is an example of an ITAwhopretended to
know themeaning of a term, and is perceived as not understanding the termby the student.
Chris: Oh, Ok. Do you, um, grade on a curve?
ITA 1: Um, yeah, it is on, on, you will grade in a curve, curve
Chris: Yeah, Ok.
ITAl: Yeah.
Chris: Ok. So I shouldn't worry too much.
ITA 1: Uh, no, you don'tneed toworry about it. We will overview the important things, and I will give
some sum, summary over
Chris: Ok
ITA 1: what we learned in this class
Chris: Ok
ITA 1: so, um, I will, uh, hand it out someexpected questions to students
Chris: Ok
ITA 1stated onher pretest evaluation sheet that she "pretended toknow the meaning'
of"grade on a curve." Although some ITAs pretended to know the meaning ofthe terms
used, some ITAs simply skipped the term altogether.
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Chris: Um, do, will I be docked because I missed class?
ITA 2: Oh, um, today 1just talked something about the LDL,
Chris: Oh,
ITA 2: the Low-Density Lipo-Protein.
Chris: Oh, Ok.
ITA 2 wrote on his self-evaluation form that "I haven't caught the word. Just skip."
There were also ten instances of miscommunication in which the ITA did not
understand the term, but the student perceived that the ITA did understand. For example, in
the following dialogue, Anne perceived that ITA 14 understood the meaning of "docked."
The ITA, however, stated that he had not understood it.
Anne: Is my grade gonna be docked for that?
ITA 14: Um, no, I think, if you can catch up with it later that's alright.
Anne: Oh, thank goodness.
The ITA stated on his self-evaluation, "I guessed and said if she can catch up with it
later, it is Ok. " He then stated that "I guess it may relate to her score." Following is an
example of ITA 7 guessing the meaning of "docked" instead of requesting clarification.
Chris: Do you know, will my grade be dockedfor missing class?
ITA7: Um, no, uh, because, uh, you has, uh, tell me aboutthis, uh, I think you have told the professor
about this situation, right?
Chris: Um, no. Should I email?
ITA7: Yeah, right, you need to tell himaboutthissituation becauseyou missedthis class,youneedto let
him know.
Chris: Ok.
ITA 7: And if he know about that, you will be Ok.
Chris: Oh, oh, that's great.
ITA 7 responded that she didn't request clarification for "docked" because she didn't
hear thewordand guessed that it wasn't important. In the third category, of which there
were three instances, the ITAs did understand the term, but the students perceived they did
not. Following is an example between ITA 2 and Chris.
Chris: Is the exam going to be cumulative?
ITA 2: Oh, um, it's, uh, this course will have three, um, three, three exams
Chris: Ok.
ITA2: And each part will contains, one-thirdof the (???)
Chris: Ok, so it's not cumulative?
ITA 2: No.
Chris: Ok, great. That's good news.
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Chris felt that ITA 2 did not understand the term because "he explains how each
exam is weighted in calculating the overall grade, not what material is covered on each
exam." The ITA, however, stated that he knew the meaning of "cumulative." Therefore,
there is a discrepancy between what the student understood and what the ITA intended.
Table 3 lists the methods of requesting clarification used by the ITAs in the pretest.
Table 3: Clarification Requests used in Pretest
ITA Request
repetition
Request
meaning
without
repeating
term
Repeat
terra
Request
term
meaning
Restate
term in
context
Rephrase
term in
context
Clarification
Requests in
Combo
Total
1 1 1
2 0
3 0
4 1 1
5 1 2 3
6 0
7 0
8 0
9 0
10 0
11 1 1 2
12 1 1 1 3
13 2 2
14 0
Total 1 2 3 2 4 12
NOTE: Therearedifferent ways to request repetition. One way is by staling "Hmmm?" or "Sorry?" or
"Pardon?" or "Excuse me?"or "What?" with rising intonation. Repetition canalsobe requested indirectly
by saying "I don't understand," "I didn't follow it," or "I can't caught itsmeaning." Repetition canalso
be requested directly by asking "Canyousay thatagain?" or stating "I didnotcatch the (first) word of the
sentence."
Meaning can be requested by asking "What's themeaning?" or "What's thatmean?" Clarification can
alsobe requested by repeating theword with rising intonation (i.e."Docked?") or asking a full question
like, "Did you sayX?" Meaning ofa specific word can also berequested byasking "What's the meaning
ofX?" or "What do you mean by X?"
• The following dialogue between ITA 11 and Anne is an example ofusing a request
for repetition to request clarification.
Anne: Ok, yeah, can you go over thatagain?
ITA 11: Hmm?
Anne: I don't remember kinetic energy at all from my reading.
ITA 11: Hmmmm?
Anne: Can you go over it?
ITA 11: Kinetic energy is (explanation...)
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The following dialogue between ITA 13and Anne is an example of requesting
meaning without repeating the term.
Anne: If I onlyrememberuh, like, part, like, I onlyremember size andshape, for contrast, will I get
partial credit?
ITA 13: Uh... what do you mean ?
Anne: Um, like if thequestion asks, um, how, how things canbe contrasted andyou saidshape andsize
and weight and stuff like that...if I only get a coupleof those,will I get partial credit?
ITA 13: Uh, no, it's Ok. Just list some examples, that's fine.
Anne: Oh,Ok, so I don't have to get all of them, just a coupleof them.
ITA 13: Right, right.
Anne: Ok.
The following dialoguebetween ITA5 andChris is an example of a repetition of the
word or phrase.
Chris: Will the midterms and the, the final be cumulative?
ITA 5: Yeah. And, uh, be cumulative^
Chris: Yeah. For the whole semester?
ITA 5: Yeah, for the whole semester.
Chris: Ahhh. That's terrible.
The following dialoguebetween ITA4 andChris is an exampleof using a
combination of strategies to request clarification. All ITAs using a combination in thepretest
used thesame strategy; the ITAfirst repeats theunknown phrase, and thenasks for the
meaning of it.
Chris: Do you grade this on a curve?
ITA 4: On a curvel
Chris: Yeah.
ITA 4: What's the meaning of "curve"!
Chris: Um, since it's really kind of difficult, if, if the whole class does really badly, umdoyou take
account for that when you're doing the grades?
ITA 4: Yeah, uh, maybe, maybe uh, I will ??? at the first ten, maybe the first ten person will, Iwill give
A to them.
Chris: Ok.
ITA 4: For the last, for the last few, I willgivea C. And uh, for the, for the, for the students who, whose
whose scores are in the middle
Chris: Ok.
ITA 4: I will give B or B+.
ITA 1used amore involved clarification request, rephrasing the question.
Chris: Could you go over that a little bit more?
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ITA 1: Experience, uh, some, explanation!
Chris: Uh, just, yeah, yeah, a little bit more.
ITAl: Yeah, then, um
Chris: What did you say, rhythm is something with the eye?
ITA 1: Yeah, (explanation)
When asked what they should have done differently during the office hour pretest
simulation, some ITAs responded that they should have used more clarification requests.
ITA 1, for example, stated "if I couldn't understand some words, I had to ask the student the
meaning of them. However, I didn't." ITA 4 also noted "When I hear some words that I
don't understand, I will ask the student directly!" ITA 3 wrote, "The last sentence I don't
know what Chris say, so, I think I need to request clarification."
Posttest Data
Table 4 states the number of occurrences of miscommunication and clear
communication that resulted in the office hour pretests. ITA responses indicating whether or
not they understood the set words and phrases used by students in the office hour posttest
were compared with student responses indicating whether or not they perceived the ITA
understood the set words and phrases. To view a version of the Table with the set words and
phrases listed, please see Appendix M.
Table 4: Posttest Data
ITA Vliscommunication Clear Communication
Misunderstanding ITA No:
Student No
ITA No:
Student Yes
ITA Yes:
Student No
Requested
clarification
ITA Yes:
Student Yes
1 1 3
2 1 1 4
3 1 3
4 4 3
5 1 3
6 8
7 2 1 4
8 1 5
9 1 1 4
10 6
11 1 3 2
12 1 1 3 3
13 1 1 4
14 1 3 5
Total 5 3 3 0 19 56
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Key
ITA No: Student No ITA did not understand; student perceived ITA might not or did not understand
ITA No: Student Yes ITA did not understand; student perceived ITA might or did understand
ITA Yes: Student No ITA understood; student perceived ITA might not or did not understand
Requested Clarification ITA did not understand but requested clarification, which led to understanding
ITA Yes: Student Yes ITA understood; student perceived ITA understood
In the posttest, there were five occurrences of the first type of miscommunication, five
occurrences of the second type, and no occurrences of the third type. Again, as in the pretest,
it is important to note that sometimes ITAs did not request clarification because they
misunderstood the meaning of the word. For example, ITA 7 misunderstood two set words
and phrases. She thought "by heart" meant "Is it hard?" and so although her answer made
sense to the student, the ITA did not clarify if the student needed to memorize the equation or
not. Hence, the communication was not clear.
Anne: Is it gonna be, is it gonna be open book?
ITA 7: No.
Anne: No?
ITA 7; No.
Anne: I need to know it by heart?
ITA 7: Because it is not open book, so it is not so hard. If it is open book, the problem will be much harder.
Anne: Really?
ITA 7: Yeah.
ITA 7 also misunderstood the meaning of "worth," thinking it meant the number of
problems on the test. The student, however, thought the ITA knew the term, stating that the
ITA "broke down the test as far as how much each problem was worth."
Anne: Ok, how much is the midterm worth?
ITA 7: Um, uh, there will be three big problems
Anne: Ok.
ITA7: And each problem, the first problem it is kind of, you just write down answer, and the second
problem, you need to, eh, there are three small questions, so do the third question.
ITA 11, who understood two of the set words/phrases and requested clarification for
three of the set/word phrases, misunderstood themeaningof "worth," thinking it meant time.
Chris: How much is the midterm worth?
ITA 11: Uh?Ah, there, ah, I think, midterm is 7:30to, ah, 7:30pmto 9:00, 9:00 pm.
Chris: Uh, how much does it count?
ITA 11: Count? What does it, what do you mean?
Chris: I mean, like, how much uh, is it worth in my final grade?
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ITA 11: Oh...
Chris: Like, twenty percent of my final grade, or thirty percent?
ITA 11:1 think, you, do you have a syllabus? I think the syllabus says about that.
Chris: Ok.
In the following dialogue between Chris and ITA 13, ITA 13 realizes she
misunderstood, and even states that she misunderstood.
Chris: How much is it worth?
ITA 13: Um, it will cost you, um, thirty dollars. •
Chris: The, the midterm?
ITA 13: Uh, yeah, I guess so. Uh, or, 1*11 check, check the professor, (laughter)
Chris: Uh, how much does it count?
ITA 13: Uh-huh, uh, it*s, oh! Oh, oh sorry!
Chris: No, that's
ITA 13: I, sorry, I misunderstood you. Um, it's um, like, fifty percent.
Chris: Oh, Ok.
In the following dialogue between Chris and ITA 12, ITA 12 does not seem to know
that "by heart" means "memorize." Luckily, her explanation is clear enough that Chris can
understand the meaning clearly.
Chris: Ok, so I don't need to know this all by heart?
ITA 12: (???) should know this by heart
Chris: But memorize them all?
ITA 12: Not memorize them, but understand them, understand the meaning of the formula.
Chris: Oh, Ok.
ITA 12: and to know how to use them.
On some occasions the ITAs did not misunderstand; they knew they did not
completely understand the utterance but attempted to guess the meaning. Even though they
had studied the importance of requesting clarification and had completed in-class activities
for them to practice this skill, some did not use the strategy consistently in the office hour
posttest. ITA 8 did not request clarification when she heard the word "incomplete." She
guessed it meant "you cannot get a, the whole score." Her decision to not request
clarification resulted in a long dialogue that ended up with the student re-asking the same
question.
Chris: If I, uh, if I have to leave this semester, if I have to leave ISU before this semester ends,
ITA 8: Uh-huh
Chris: is it possible to take an incomplete?
ITA 8: (silence) Yeah.
Chris: It is?
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ITA 8: Uh-huh.
Chris: How?
ITA 8: Uh, that depends on why you leave.
Chris: Ok.
ITA 8: Uh-huh.
Chris: Who would I...
ITA 8: If you leave before, uh, the semester, a month?
Chris: Uh-huh
ITA 8: I think maybe twenty percent
Chris: (silence) Twenty percent?
ITA 8: Yeah.
Chris: Of what?
ITA 8: Of the whole score
Chris: Oh, Ok.
ITA 8; Uh-huh.
Chris: But can I take an incomplete?
ITA 8: Uh, I think you should ask this question to professor.
Chris: Oh, Ok.
In her conference, ITA 8 stated, "these words I understand, but I think maybe that
sentence I didn't understand." It seems, then, that since she knew the meaning of the word
"incomplete," she guessed the meaning of the sentence. However, when she knew she had
not been successful in answering the question, she referred the student to the professor
instead of requesting clarification. This, as she calls it, is "a trick," another type of strategic
competence.
ITA 14 is another example of an ITA who guessed the meaning of a word. Though
he requested clarification three times in his office hour posttest, he did not request
clarificationwhen he did not understand themeaning of the word "crib sheet."
Chris: Is it open book?
ITA 14: Uh, actually it's closed book, but you can take a (???) sheet and you can write down equations you
want on paper.
Chris: Whoa, I can do a crib sheet?
ITA 14: Yeah, un, a formula sheet, something like that
Chris: A crib, crib sheet?
ITA 14: Hmmm, I'm not sure, but anyway you can write down any equations you like
Chris: Ok
ITA 14: you think that you will be needed in the exam you can write down them in one, paper double-
sided, you can write it down on both sides
Chris: Ok.
Although the student should understand from this dialogue that he can bring a crib
sheet, ITA 14 should have requested clarification for clear communication. ITA 14 wrote on
his self-evaluation form that "I guess it is another name of what I said."
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ITA 2, like ITA 14, requested clarification one time, but did not do so when he didn't
understand a second term, "pop quiz." He stated, "I haven't caught the *pop' so just
understood *quiz"'.
Anne: And it's closed book. Are ya gonna give any pop quizzes over this stuff?
ITA 2: Uh.no.
Anne: Uh, thank goodness. You've made my day. Thank you.
ITA 2: You're welcome.
When asked why he did not request clarification, he responded by saying he did not know.
In two situations, guessing was successful. For example, ITA 12 stated that she
didn't understand the word "worth," but guessed.
Chris: Ok, how "much is the midterm worth?
ITA 12: Uh, to about, fifty percent of the total.
Chris: Holy cow.
ITA 12: Yeah, and the final exam has fifty percent.
ITA 7 also didn't know what crib notes were, but guessed correctly.
Anne: Oh, no. Can I make some crib notes or something to bring?
ITA 7: Um, uh, you can, you can
Anne: Like a cheat sheet?
ITA 7: You can bring sheet, calculator
Anne: Ok.
ITA 7: Yeah.
Anne; Can I have the formulas written downon the sheetof paper.
ITA 7: Oh, yes.
Anne: Oh, thank goodness.
ITA 7: Right, you will have, in fact, you don't need to bring it, the professor, when, when he, uh, give you
the test paper, s-, the professor will give you the, uh, formula sheet.
Anne: Oh, perfect!
ITA 7: He will bring that.
Anne: Excellent. Excellent.
Though she was successful in correctly guessing some terms, ITA 7 stated on her posttest
self-evaluation that "I need to ask for clarification more. Sometimes, I just try to guess the
meaning, it's a habit ©, it's not good for the communication between students and me."
Luckily, in this circumstance, her habit of guessing themeaning worked. This strategy,
however, as she admitted, is not advisable when communicating in an office hour situation.
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Table 5 lists the types of clarification requests used by the ITAs in the posttest.
Table 5: Clarification Requests used in Posttest
ITA Request
repetition
Request
meaning
without
repeating
term
Repeat
term
Request
term
meaning
Restate
term in
context
Rephrase
term in
context
Clariflcation
Requests in
Combo
Total
1 1 1
2 1 1
3 1 1
4 2 2 4
5 1 1
6 0
7 0
8 0
9 1 1
10 0
11 3 3
12 1 2 3
13 1 1
14 3 3
Total 0 1 1 6 0 0 11 19
The following dialogue between Anne and ITA 4 is a good example of how the ITA
first asks for repetition, then uses clarification requests in combination.
Anne: I've missed so many classes, that, uh, I don't know, is it possible for me to lake an incomplete in
this class?
ITA4: Um, could you repeat, repeatagain? I can'tfollow you.
Anne: Um, well, have I missed so many classes
ITA 4: I know
Anne; that I need to take an incomplete in the class?
ITA 4: Incomplete? What's the meaning of incomplete?
Anne: Um, that I should finish it another time.
ITA 4: Oh, no, I think we don't necessary to do that, you can
Anne: You think I can make it up still?
ITA 4: Uh, I think, uh, you, you can, um, borrow the notes from other students
Anne: Ok
ITA 4: and you can study by yourself.
Anne: Ok
ITA 4: if you, uh, made up some questionsand some problems, you can ask me so I can help you lo make
up.
Anne: Ok. I was just worried about my attendance, cause I know I've been gone,
ITA 4: Yeah, yeah, you can do nothing about this. Maybe your final score will be deducted about this.
Anne: Ok, Ok.
The following dialogue between Chris and ITA 11 is another example of how an ITA
uses a combination of strategies until the meaning of "by heart" is understood.
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Chris: Do you think I need to know this by heart?
ITA 11: (silence) EjccMje me, could, could you repeat again?
Chris: Do I need to know this by heart?
ITA II: Hard?
Chris: By heart?
ITA 11:/, so, sorry, you mean, uh, you, uh, do you need to memorize this equation?
Chris: Yeah.
ITA 11: Urn, uh, I think you have to, uh, remember, ja, meaning of the Newton's second's law. And uh,
ah, in the, in the exam, you can use the, uh, equation sheet, so you can write down this equation in
your equation sheet, and you can use the equation sheet...
ITA 11 also uses a variety of strategies in another section of the office hour posttest.
Chris: Is it open book?
ITA 11: No, not open book, but you can bring your ownequation sheet.
Chris: Ok, a crib sheet.
ITA 11: E-equation, e-equation.
Chris: Is that a crib sheet?
ITA 11: E-e-eqa, crib?
Chris: Crib?
ITA 11: Crib? How do you spell?
Chris: c-r-i-b
ITA 11: c-r-
Chris: i-b
ITA 11: i-b? Uh, excuse me, what does this mean?
Chris: That's like uh, uh, a sheet that I can make myself
ITA 11: Uh, yes, that's right.
Chris: Ok, so I can make my own.
ITA 11: Yes, yes.
Chris: Ok, Ok. Oh, that's, that's good.
Determiners ofStudents' Perceptions ofITA understanding
The determiners to Chris and Anne that the ITAs did understand the set words and
phrases were primarily 1) the amount of detail used in ITA responses, and2) the repetition of
thesetword or phrase and/or useof related terminology, but 3) thesmall amount ofpausing
before the response, also had an impact. Table 6 states the number of times Chris and
Anne's perceptions were accurate, and the number theirperceptions were not accurate. If the
student responded that he/she thought the ITAunderstood the termfor two reasons (i.e. the
ITA did not pause before answering and answered in detail), each reason was tallied.
Although Anne andChris gaveother reasons for their perceptions (i.e. "he answered
appropriately" or "herreply seems consistent with other things she is saying about the topic")
these were notcategorized because they are notstrategies the ITAs canuse to get their
understanding across.
40
Table 6: Accuracy of students' perceptions of ITAdeterminers of understanding
Accurate Inaccurate
Detailed answers showed ITA understood;
vague answers showed ITA did not understand
29 2
Repetition of term and/or use of related terms showed ITA understanding 19 1
Small amount of pausing before answering showed ITA understood;
large amount of pausing showed ITA did not understand
7 1
Total 55 4
There were 29 occurrences of the ITAs either using enough detail that the students
perceived they understood, or not using enough detail that the students perceived the ITAs
did not understand. There were only twooccurrences in which the added detail givenby the
ITA, ITA 7, "fooled" the student into thinking she understood the word when she did not.
Nineteen times the students perceivedcorrectly that the ITAs understood a term because they
repeated the term or using related terminology. Only once did the repetition of the term
"fool" the student into thinking the ITAunderstood. Seven times the students perceived the
ITAs understood because they answered quickly withoutmuch pausing after the answer.
Only once did the lack of pausing "fool" the student into thinking the ITA understood.
Anne stated that ITA 5, when asked about "grading on a curve," "clarified his answer
and basically explained what 'grade on a curve' meant."
Anne; Um, for the next test, are you gonna grade on a curve? If we all do reallybad?
ITAS: Yeah, we will do that.
Anne: OK, OK, good. So if I, if I fail it, but everyoneelse fails it, too...
ITA5: Uh-huh, so thegrade will be, wewillbe, uh, recalculate the grade
Anne: OK
ITA 5: Yeah, to make some people...
Anne: Whewl
On the other hand, Chris perceived ITA1did not understand the phrase "grade on a
curve" because "her response seemsdeliberately vague."
Chris: Oh, Ok. Do you, um, grade on a curve?
ITA 1: Um, yeah, it is on, on, you will grade in a curve, curve.
Chris: Yeah, Ok.
ITAl: Yeah.
ITA 3, according to Chris,also "gives a delayed response and fails to elaborate".
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Chris: Is the test gonna be cumulative?
ITA 3: Hmmm, it seems, (laughter), yeah.
Chris: Yeah, it will? Are all the tests cumulative in this class?
ITA 3: Hmmm, I think so.
Chris: OK.
As mentioned above, ITA 7 "fooled" Chris twice into thinking she understood in the
pretest.
Chris: Do you know, will my grade be docked for missing class?
ITA 7: Um, no, uh, because, uh, you has, uh, tell me about this, uh, I think you have told the professor
about this situation, right?
Chris: Um, no. Should I email?
ITA 7: Yeah, right, you need to tell him about this situation because you missed this class, you need to let
him know.
Chris: OK.
ITA 7: And if he know about that, you will be OK.
Chris: Oh, oh, that's great.
***
Chris: Are the, are the exams cumulative?
ITA: Cumulative? (silence) There are, I, yeah, I think the final should cover all the text, all the text, and
the middle just cover what you have learned.
Chris: Ok, is is the, uh, the quizzes are cumulative, too?
ITA: Um, the quizzes, um, (???), um, I think, the quizzes you don't need to worry about it too much, it
is easy, and you have, you, you only need ten minutes to finish it.
Chris: Oh, Ok, Ok.
Chris perceived ITA 1 understood the word "cumulative" not only because "her
response fits the question perfectly," but also because "she uses the word ^cumulative'
correctly in the response."
Chris: Ok, is it, is the test cumulative?
ITA 1: Um, this is the midterm test,
Chris: Ok.
ITA 1: so it is not cumulative.
Chris: Ok.
ITA 1: But, uh, if you, when you take the final exam test,
Chris: Yes
ITA 1: it is cumulative.
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ITA 4 does the same when answering Chris' question about "partial credit." Chris
stated that he "explains the criteria for getting partial credit, and uses the term ^partial credit'
properly."
Chris: Do you give partial credit?
ITA4: yeah, I, if you, urn, ah, if your final result is notcorrect, butyou do know the basic thing and the
basicprinciples, the basic (???), you can getyourpartial credits.
Chris; Ok, oh, that's good.
ITA 8 "fooled" Anne into thinkingshe understood the term "partial credit" in the
pretest by answering quickly and using a related term. Anne stated that ITA 8 "answered this
very quickly with a *yes' but also gave an example of something referring to 'full score', so I
think she understood the difference."
Anne; If I only get part of it right, do I get partial credit?
ITA 8: Yes.
Anne; Yeah?
ITA 8: Uh-hmmm.
Anne: OK.
ITA 8: If youcananswer, ah, quantile, uh, quantile, forexample 41, or quantile .9, youcananswer this
correctly and you get the full score.
Anne: OK.
Using terminology that contrasted with the set wordor phrase also was indicative of
understanding. For example, when Chris used the term "partial credit," he perceived ITA2
understood it becausethe ITA "continued to talkabout grading and used the term 'full mark'
to contrast 'partial credit'".
Chris; Do you give partial credit?
ITA 2: (laughter) Sure.
Chris: Really?
ITA 2: Yeah.
Chris: So like if I get partof it, but I make a mistake in like one small part,
ITA 2; If I know you understand it, I will give you full mark, nomatter if there isjust little mistake.
Chris: Oh! 1*11 do my best then.
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Chris noted the same for ITA 9's response to "take home."
Chris: Is it take-home?
ITA 9: No, it's, uh in class.
Chris: Oh.
The small amount of pausing before responding to the student's question also made
Chris and Anne think that the ITA understood the set word/phrase. For example, Anne stated
that when she used "partial credit" with ITA 8, "she answered this very quickly with a 'yes'
but also gave an example of something referring to 'full score,' so I think she understood the
difference."
Anne: If I only get part of it right, do I get partial credit?
ITA 8: Yes.
Anne: Yeah?
ITA 8: Uh-hmmm.
Anne; OK.
ITA 8: If you can answer, ah, quantile,uh, quantile, for example41, or quantile .9, you can answerthis
correctly and you get the full score.
Anne: OK.
In Anne's dialogue about "on the right track" with ITA 13, she noted that the ITA
"didn't hesitate in her answer."
Anne: Am I on the right track?
ITA 13: Yeah, good.
Anne: Ok, good.
Comparison ofPretest and Posttest Performances
Table 7 lists the results of the number of occurrences of miscommunication in the
pretest and the posttest and the number of occurrences of clear communication due to the use
of clarification requests in the pretestand the posttest. Occurrences of misunderstanding
discussed previously are included. The instances in which the ITA understood but the
student perceived they might not or did not understand are not included because the ITA
would not request clarification in these circumstances.
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Table 7: Occurrences of Miscommunication and Clear Communication due to Clarification
ITA Miscommunication Clear Communication due to
Clarification Requests
Pretest Posttest Pretest Posttest
1 2 0 1 1
2 2 1 0 1
3 2 0 0 1
4 1 0 1 4
5 0 0 3 1
6 2 0 0 0
7 2 3 0 0
8 2 1 0 0
9 1 1 0 I
10 0 0 0 0
11 2 1 2 3
12 1 2 3 3
13 2 1 2 I
14 1 1 0 3
Total 20 11 12 19
The number of occurrences of miscommunication dropped from the pretest to the
posttest for eight of the fourteen ITAs. Among those eight, ITAs 2, 3,4, and 11 used more
clarification requests in the posttest than the pretest. ITAs 1 used one clarification request in
the pretest and in the posttest and ITA 13 used two in the pretest and one in the posttest.
ITAs 6 and 8 did not use clarification requests in either the pretest or the posttest.
Both ITA 7 and ITA 12 had an increase in the number of instances of
miscommunication. It is notable that ITA 7 did not use clarification requests during either
the pretest or posttest. Reasons for this will be explained in the following section. ITA 12
did use clarification requests in both the pretest and the posttest, and also had one instance of
misunderstanding in the pretest and one in the posttest.
ITAs 9 and 14 had an equal number of occurrences of miscommunication in the
pretest and posttest, but both had an increased use of clarification requests from the pretest to
the posttest, showing that they could have had more instances of miscommunication, had
they not requested clarification.
Two of the ITAs, ITAs 5 and 10, had no occurrences of miscommunication in either
the pretest or the posttest. ITA 5 requested clarificationwhenever necessary in the pretest
and the posttest, and ITA 10 understood all utterances.
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ITA Perceptions ofPretest and Posttest
Table 8 lists ITAs' self-assessment of their overall performances on the pretest
compared to the posttest, and of their use of clarification requests in the pretest compared to
the posttest. Ratings from the pretest and posttest self-evaluation sheets were compared.
Additionally, each ITA was interviewed over these specific questions at the beginning of the
conferences.
Table 8: ITA Perceptions of Pretest and Posttest Results
ITA Overall Clarification Requests
Posttest
better
Pretest
better
Same Posttest
better
Pretest
better
Same
1 X X
2 X X
3 X X
4 X X
5 X X
6** X X
7 X X
8 X X
9 X X
10 X*
11 X X
12 X X
13 X X
14 X X
* Did not request clarification in pretest or posttest.
**Did not request clarification in posttest.
Most ITAs who stated during their conferences that they felt they did better
requesting clarification during their posttests compared to theirpretests hadgiventhemselves
higherratings on their posttest self-evaluation form than their pretest self-evaluation forms in
that category. ITA 3 gave himself the highest score on both forms. ITA 5 did not rate
himself for clarification strategies on his posttest self-evaluation sheet, and ITA 6 did not rate
himself for clarification strategies on his pretest self-evaluation sheet. Most ITAs who stated
during theirconferences that they felt they did the same requesting clarification during their
posttests compared to their pretests gave themselves the sameor lower ratings on their
posttestcompared to their pretest self-evaluation forms in that category. ITA 12gave herself
the highest rating on both the pretest and posttestself-evaluation forms.
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In the conferences, when asked how they felt their performances compared from the
pretest to the posttest, all but one ITA felt the posttest went better because of the six
strategies learned during class. Some even mentioned voluntarily that they did a better job
requesting clarification in the posttest compared to the pretest. ITA 4 noted ..and when I
didn't understand what the students, uh, were talking about, were talking about, so I, I will
clarify."
There were different reasons why the ITAs stated they thought they did better
requesting clarification in the posttest compared to the pretest. ITAs 4 and 12 felt that
learning the strategies themselves—how to request clarification—was helpful. ITAs 1 and 2,
on the other hand, felt that learning that requestingclarification was acceptable was helpful.
ITA 4 stated "I think it's more, it maybe more easy for me to ask students that I don't
understand them, that I didn't understand them. Um, but for the first time, I, maybe I just, I, I
will spend a little time to think about it.. ..for the last time, I, if I don't, if I didn't understand,
so I will ask them directly. So, I, I think I will save time." He also believed clarification
requests were important in an office hour situation because "you know, uh, I'm from China,
and I'm not, uh, very familiar with.. .some words in the United States, um, which are
very.. .commonly used here. So I, I needed to know the meaning of that, those words, and ...
if I pretend to understand them, so, uh, so I will, maybe I will give the studentwrong
information. So I want to make sure that everything is correct, everything is correct."
ITA 12 said, "sometimes I don't know how to, uh, request clarification, and in the
posttest I know how to do that. [In the pretest] I just repeat the word, and uh, uh? [rising
intonation] and Chris can explain it to me. [In the posttest] we ask, uh, the student directly,
uh, such as, uh 'What's the meaning of the word?' and uh 'What do you mean?' something
like that."
ITA 2 stated "I repeated the questions again, and, and the student.. .repeated the
questions, so I get them, so I understand better." ITA 1 responded,
[In the pretest] I didn't ask about themeaningof the terminology to him because...if I ask abouthim, uh, the, I
couldn't, uh, uh, aboutI couldn't understand, uh, he, thestudent could think I'm stupid. And, uh, so I skipped it
when I couldn't understand sometimes. But, uh, afterI learned about the clarification of stuff, uh, terminology I
couldn'tunderstand, uh, I, uh, I asked about something I couldn'tunderstand in theposttest. So,but itwas
more, more helpful, and, uh, even though I askedsomething I couldn't understand, mymindwasnot, uh,
embarrassed. Yeah, I'm, I was not embarrassed.
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Many ITAs, however, stated they felt there was no improvement in their posttest
regarding clarification requests. ITA 13, for example, stated she used the same types of
clarification requests: "I used the same way, like, uh 'what do you mean?' 'what do you
mean by waddya, waddya...?"
When asked about requesting clarification during office hours, some ITAs stated that
one of the main reasons they would not request clarificationwould be because of the
student/TA relationship. They were concerned abouthow they would be perceivedby the
students, and seemed to feel that if they, as TAs, needed to request clarification, the students
would look down on them or think they were stupid.
Even after completing the office hour unit, some ITAs still were not convinced that
the importance of requesting clarification outweighed the chance that their credibility may
wane in the eyes of the students. When askedwhether it was better to skip the word when
the student knew the TA did not understand it or to request clarification, ITA 1 stated"But
both of those are bad, even though I ask about themeaning of the word to students." When
asked why requesting clarificationwouldbe a bad thing, ITA 1 responded "Because I'm a
teacher and she is a student, so...". ITA 1did admit, though, that "teacher, any teachers,
don't need to know everything. The teacher is, uh, uh any teachers are humans, human
beings."
Some ITAs said theyfrequently used clarification requests in more informal settings,
but were not as comfortable using them in situations with professors or students. ITA 1
stated,
It is, uh, normal, it is common for me in everyday lives. I have a lot ofthings when I speak something to the
Americans, so if I have something I couldn't understand ineveryday lives, I always askabout it to
them...normally I usually askwhat is the meaning of the word? Could you sayagain? I couldn't understand
about this socould you say again? I always ask about this. And I ask specific meaning of the terminologies.
But in theschool, andwhen I meet, when I meet some professor orwhen I meetsomestudent or other
classmates in classes, ifI cannot understand some meaning ofthe words, they, I, I'mworrying, uh, they could
think I'm stupid. So, because of the reason, I, uh, I didn't understand about the meaning of the words mthe
pretest, butafterI learned aboutthese things in this class, I changed my mind.
ITA 2 said, "in thepretest.. .1 didn't understand some words, but I skip. Because I
think maybe the students, uh, think the question is very easy, so I'm graduate student, maybe.
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I should know this, this word's meaning, but..ITA 3 stated, "I think.. .maybe uh, one of
reason is I'm your teacher, and I should know everything, and I don't, if I don't know
everything, I think it's, no, no no face." ITA 14 stated "I mean, if you, if you are very
familiar, you know if you ask for clarification it's not a problem. I'm not sure whether the
student will feel boring if you ask too much clarification."
Related to the overarching perception that students will look down on ITAs who need
to request clarification is the problem of the number of times that requesting clarification is
acceptable. ITA 14 stated that although it's normal to ask for clarification, "I don't wanna
request too much, I don't wanna waste time for both of us." He stated that he thought he
asked for clarification "too much," and that in the course of an office hour, asking one or two
would be acceptable. He also believed that requesting clarification as a NNS was worse than
requesting clarification as a NS:
I mean, if, if English my native language it's Ok, because people know if you cannot understand, so part of the
reason is, is on themself. But if you are a foreigner, if you, if you cannot understand, eh, everythmg, it can be
eighty percent of the reason is, is on yourself.
He related this to the job he was doing, stating that "if you do a job as a TA.. .you
shouldbe able to handlewith these things. If you are to have somuch things youcannot
understand, then.. .it's a symbol that you are not good at teaching, you are not, you arenot as
prepared well for your job." Even after his instructor stated that though it would be bad if
TAs did not understand important concepts in their field, it would not be bad for them to
request clarification if they didnot understand English words, ITA 14was not completely
convinced. Hestated that "you may not feel it's sobad, but it's still nota good thing to ask
for clarification. I mean, if you decide towork as a TA.. .you should prepare.. .toanswer
questions is technically, you also beable tounderstand his language. It's part ofyour job."
When asked if he felt he should know all the idioms used byNSs, he responded "I don't
think I should know, but, butthe thing is that a, a student may not think so. They may think
it'sjust, just a waste of their time." When asked if he thought the student would prefer him
requesting clarification or being given an incorrect answer, he responded, "Yeah, that's,
that's true. I mean, that's true. But the, the student, the best choice for the student is that you
answer correctly, you also don't ask for clarification. AndI understand that I should, should
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not feel so bad. Maybe the limit should be four or five, not one or two." So, although ITA
14 was not convinced that he should have unlimited chances to request clarification, he did
increase his limit!
ITA 3 noted that this type of behavior—not requesting clarification in a moment of
misunderstanding—may be a trait of Asian students: "but I think this,maybe this is the, one
of the (unclear) of Chinese students, yeah, they, theymaynot understand something, but they
still, they pretend to understand something, I don't know, but I think that's our ac, ac,
accustomed."
Some ITAs did realize the value of requesting clarification and did not hesitate to use
this strategy in their posttest. ITA5 said"I may not pretend that I understand it.. .because
sometimes, uh, well, for example, if I pretend that I know something but, but I don't know,
and then the studentwill ask another question...according to something that I couldn't
understand, what else should I do? I will still pretend that I, I, understood them." ITA 5,
therefore, understands the importanceof maintaining clear communication at all times.
ITA 13also notes the importance of it: "[the student] comes and asks questions and
wanna get the answer, arid, and for me I just wanna know moreEnglish phrase, words, and
expressions, like that, so I will leam from him, from myworking."
Throughout the conferences, the instructor and researcher emphasized the importance
of requesting clarification to those ITAs who did riot seem convinced of its necessity. They
stated that 1) miscommunication could result that may, in thefuture, reflect badly onthe
ITA, 2) that most students would prefer the ITA clarify and then give the correct answer to
not clarifying and giving the incorrect one, 3) that negotiation ofmeaning is something NSs
do, and thatmost students would find clarification a natural partof communication and
would probably notgive clarification a second thought, 4) that ITAs can acquire the second
language through requesting clarification, and that the more they do it, the more they will
understand, 5) that students sometimes enjoy being able to teach their ITAs, and 6) that in the
long run, requesting clarification will save time (i.e. not only will the misunderstanding be
clearedup and prevent furthermiscommunication in the shortrun, but the ITAwill also leam
more vocabulary by requesting clarification, which will save time inthe long run).
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Table 9 indicates whether or not ITA perceptions of their use of clarification requests
are consistent with data results. Because the number of terms not understood by an
individual ITA in the pretest differed from the number of terms not understood in the
posttest, the determination of whether an ITA did better was not made based only on the ITA
requesting clarification more times in the posttest than the pretest, but whether there were
fewer instances of miscommunication due to increaseduse of clarification requests.
Table 9: ITA Perceptions of Clarification Request Performance Compared to Data Results
ITA ITA Perceptions Data Results
Posttest
better
Pretest
better
Same Posttest
better
Pretest
better
Same
1 X X
2 X X
3 X X
4 X X
5 X X
5**
X
7 X X
8 X X
9 X X
10 X*
11 X X
12 X X
13 X X
14 X X
* Did not request clarification in pretest or posttest.
**Did not request clarification in posttest.
On the whole, the ITAs were accurate in theirperceptions.
ITA 6 did not have to request clarification in the posttest because he understood all
terms used. In his pretest, however, there were two moments of miscommunication.
Therefore, though he may havedone better requesting clarification in theposttest, that
judgment cannot be made because the moment did not arise. ITA 10, who did not need to
request clarification in eitherthe pretest or theposttest, also received no rating.
Although ITA 12 is recorded as having done better in thepretest, sheperformed
almost the same inboth tests. She requested clarification three times inboth the pretest and
posttest, andhadonemoment of misunderstanding inboth thepretest andposttest, but there
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was one occurrence in the posttest when she did not understand a word and the student
thought she might or did understand it.
ITAs 11 and 13 both thought they did the same, but actually performed better. ITA
11 requested clarification two times in the pretest and had three moments of
miscommunication with the student, while she requested clarification three times in the
posttest and had one moment of misunderstanding, which was cleared up during the office
hour. ITA 13 requested clarification more often in the pretest (twice) than in the posttest
(once), but had two moments ofmiscommunication in the pretest and only one moment of
misunderstanding in the posttest, which also was cleared up during the office hour.
In-class Data
Results from the first jigsaw activity will not be discussed, as they resulted in
minimal clarification requests, and served mainly as an orientation to the six successful
strategies of holding an office hour. Table 10 lists the type of clarification requests used by
each student during the in-class clarification request jigsaw activity. Because the point of
interest here is to examine all types of clarification requests used and not the number of terms
for which the ITAs had to request clarification, there is no "combination" category in this
table.
The ITAs were to clarify not only the word itself and its spelling (if not known), but
also the meaning of the word. If an ITA repeated the same word over and over again in one
turn (i.e. "Plagiarism? Plagiarism?" or "Hang? Get the hang of it?"), it was considered to be
one clarification request. If an ITA repeated a word once and then asked what it meant (i.e.
Plagiarism? What does that mean?), that was considered to be two clarification requests. If a
word was stated without rising intonation and was a word the ITA stated he/she knew or was
one just learned that the ITA was repeating to him/herself, it was considered to be a
confirmation check and was not defined as a clarification request. Additionally, if the ITAs
used any kind of self-talk (i.e. repetitions confirming and solidifying the meaning in their
minds), the utterance was not defined as a clarification request.
Because ITA 4 had to teach ITA 7 how to do the activity, and ITA 5 had to teach ITA
11, ITA 4 had to negotiate meaning for only six terms, and ITA 5 for only five terms.
Therefore, the number of clarification requests may have been higher had they been able to
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negotiate the meaning of more words. Clarification requests uttered during discussion about
the directions for the activity itself, though scarce, were omitted.
Table 10: Clarification Requests used in Clarification Request Jigsaw Activity
ITA Request Request Repeat Request Restate Rephrase Request Total
repetition meaning term term term in term in or confirm
without meanmg context context spelling
repeating
term
1 10 3 15
2 4 8 I 14
3 5 2 10 4 22
4 3 5 2 2 12
5 9 2 11
6 1 4 2 7
7 2 5 1 1 9
8 6 3 10 1 4 24
9 6 3 4 1 3 3 20
10 3 2 2 3 10
11 2 5 3 10
12 5 1 12 1 1 20
13 3 5 2 10
14 I 9 1 3 14
Total 38 16 98 9 3 13 21 198
The most frequent type of clarification requestused—and the only type usedby all
ITAs—was repeating the word or phrase (or as muchof it as possible) to indicate to the
speaker thatmore elaboration wasnecessary. Sometimes this strategy worked successfully
for theITA. The following dialogue between ITA 4 and ITA 7 is an example.
ITA4: Uh, the eleven one. The eleventh one.
ITA 7: You may have some, some trouble with the equipment at first, butif you keep working with it,you
will get the hang of it. Get the hang of it.
ITA 4: Get the hang ?
ITA 7: h-a-n-g
ITA 4: Get, get the hang offit.
ITA 7: Uh-huh, yeah.
ITA 4: offit.
ITA 7: Yeah.
ITA 4: Get the hang off it.
ITA 7: Get the hang, of, o-f
ITA 4: Oh, oh, yeah.
ITA7: What's themeaningof the "get the hangof it?"
ITA 4: Gain the skill to operate it.
ITA 7: Yeah, I see.
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ITA 4 used the strategy of repeating the phrase back to ITA 7 until he felt it was clear. Then
he requested clarification for the meaning of the term. This was a common combination of
clarification strategies used by the ITAs: first repeating the word and then asking for the
meaning.
Sometimes the strategy of repetition was not as successful. Following is a dialogue
between ITA 3 and ITA 12.
ITA 3: Number two. Is there a penalty for cuttingclass.
ITA 12: Cupting class?
ITA 3: Yeah, cutting class means, meansyou, missingclass without an excuse.
ITA 12: Cupting?
ITA3: Yeah,maybeyou has something youcan't attend the class,but you don't give any
e, email to the, to the teacher. Cuttingclass. Cuttingclass.
ITA 12: Cupting.
ITA 3: Cutting.
ITA 12: I don't know thisword. (ITA3 shows ITA 12his paper.) Cutting. OK.
In this circumstance, it would havebeenbetter if ITA 12hadused different types of
clarification requests to give ITA 3 more direction as to what information she needed. She
was more successful in the following dialogue, in which she uses a varietyof strategies.
ITA3: Oh, wego ahead. Number four. Is physics anelective course for this major. Elective.
ITA 12: Elective.
ITA 3: Elective. Maybe selective.
ITA 12: Elective, what is the meaning ofthisl
ITA 3: Elective, tjh, elective, the noun, the noun of elective is election.
ITA 12: Election? / don't know what's themeaning of election.
ITA 3: Post, (unclear) is elected. You can, American people you can see, you can elect a, bo, a, a people for
ITA 12: Oh, election.
ITA 3: Yeah. Elective, is an elective course.
ITA 12: For this course.
ITA 3: No, it just elective. Elective.
ITA 12: Oh, I know. Is physics an electivefor this...
ITA 3: Yeah, yeah
ITA 12: wh-what'}
ITA 3: For this major.
ITA 12: Major, oh.
The secondmost common strategy used—and usedby 11 of the 14ITAs—was
asking for repetition. This strategy was rarely used in isolation; it was usually followed by a
repetition of the setword orphrase, ora request for the meaning of it. Following isan
example dialogue between ITA 6 and ITA 10.
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ITA 6: Third. Would you mind initial, initialing my lab report?
ITA 10: Pardon me?
ITA 6: Initialing, but...
ITA 10: What's that mean?
ITA 6: Wr, writing the first letters of your name. It's a, uh George Bush's initia, uh, initials are
ITA 10: Ah. OK.
ITA 6: G.B.
ITA 10: OK.
Because one of the tasks for this particular activity was to write the word down on
paper, nine of the fourteen ITAs asked for or confirmed their spelling of the word or phrase.
The following dialogue, between ITA 3 and ITA 12 is an example.
ITA 12: Twelve. Do you have any handouts today.
ITA 3: Handouts or handout?
ITA 12: Handouts.
ITA 3: OK.
ITA 12: And uh, thirteen.
ITA 3: Is, is, is the handouts has a hy, hy, hyphen? Maybe
ITA 12: Handouts, uh,
ITA 3: Has a hyphen orjust is handout? Is a
ITA 12: Just a handout.
ITA 3: OK.
The strategy of rephrasing the word or phrase was used by six of the ITAs.
Following is an example from ITA 13 and ITA 14.
ITA 13: Twelve. Do you have any handouts today?
ITA 14: Handout!
ITA 13: Handouts.
ITA 14: Handout. Ok. some notes.
ITA 13: Yeah, printed copies of necessary information.
ITA 14: Yeah.
Only one ITA, ITA 9, used the strategy of restating the entire sentence to elicit the
word or phrase.
ITA 8: Six. I think everyone will need to brush up on their calculusbeforewe start
solving this equations.
ITA 9
ITAS
ITA 9
ITAS
ITA 9
Sony. I, I don't understand. Everyone will need to what their calculation?
Oh, um, they need to brush up on, brush up on means uh, review
Uh-huh
practice.
OK.
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One reason this strategy may not have been used frequently during this activity is
because the context is written down on the papers of both ITAs. Therefore, it is not difficult
to ask "What?" or to repeat the set word or phrase because the listener already knows what
part of the utterance the listener is having difficulty with.
Some ITAs frequently looked at each others' papers to copy spelling and to check
their answers. Therefore, some ITAs did not use as many clarification requests as they might
have, had they not looked at the answers. Following is an example from ITA 5 and ITA 11.
ITA 11: So, six. I think everyone will need to brush up on their cal, calculus, before we start solving this
equations.
ITA5: (Look at ITA 11 's sheet and reads definitionof "brush up on.") To review or practice.
ITA 11: Uh-huh.
ITA 5; Uh, review, practice.
ITA 11: Yes, brush up means.
ITAS: Brush up.
ITA 11: Uh-huh. Brush up on.
ITA 5: Brush up on.
ITA 11: On, yes.
ITA 5: Yeah.
ITA 11: Three words.
Additionally, although the ITAs were to request clarification for both word spelling
and word meaning, some ITAs seemed content to have the correct word in the blank. These
ITAs then, though requesting clarification, completed the activity without fully
understanding the meanings of the new words and phrases. The following dialogue between
ITA 13 and ITA 14 is an example.
ITA 14: The fifth. Do you use plus or minus grading?
ITA 13: Plus?
ITA 14: Or minus gra, grading.
ITA 13: How do you spell mi, mi?
ITA 14: Minus. Uh, m-i-n-u-s.
ITA 13: Oh, OK.
It maybe that ITA 13 knew the meaning of "plus or minus grading," but in that case, it
would seem logical that 1) she would havemade some mention of it to her partner, and2)
shewouldhave been familiar with the spelling of it.
ITA 6 is an example of an ITA who let his partner control the dissemination of word
spelling andword meaning. Hewas notactive in requesting clarification for themeaning of
the words, but his partner, ITA 10, asked him if heknew themeaning of thephrase byhis
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partner, and when ITA 6 said no, she explained it voluntarily. Had she not offered, it is
possible he would not have requested it.
ITA 10: Ok. You may have some trouble with the equip, equipment at first, but you, if you keep working with
it you will get the hang of it.
ITA 6; get hand...
ITA 10: Hang of it. h-a-n-g. Get the hang of it. You, you know what that means?
ITA 6: No.
ITA 10: Ok, so, it means you can get the skill to operate it.
ITA 6: Ok.
The second in-class activity was the role-play activity. However, because the pair
work itself was not audio-recorded, the type and number of clarification requests cannot be
counted. However, it is notable that in only one of the three role-plays demonstrated before
the class did an ITA use a clarification request.
ITA 8: Hello.
ITA7: Hi. I think that, um, I have a question about the assignment. YesterdayI have a small assignment with
one question. I wonder, um, do I need to turn it in?
ITA 8
ITA 7
ITA 8
ITA 7
ITA 8
ITA 7
ITA 8
ITA 7
Do you need what?
Do I need to, do I need to turn it in?
Turn it, turn the assignment in? I think, uh, I have written the due date on the assignment.
So I need to turn it in. And, uh when is the due date?
OK, I can explain to you again. Uh, it's due, uh, uh, it's due at nine o'clock tomorrow.
Nine o'clock tomorrow? OK.
OK.
Um, if there is really a small assignment,do I, I need, will it be including,will it be including in the
final score?
ITA 8: I want to (unclear) this question, uh, will it be in the final score?
ITA 7: If I didn't do well in this assignment,
ITA 8: Uh-huh.
ITA7: It, is it will, does it will, uh, will it affect myfinal, uh, my final performance?
ITA8: Um, uh, I thinkmaybethe homework will, uh,probably be the final, final score, willbe tenpercent of
total grade.
ITA 7: Ok, thanks.
ITA 8: OK.
Summary ofResults
As a class, the ITAs were found to have fewer instances of miscommunication in the
posttest than in the pretest, andmore usesof clarification requests from the pretestto the
posttest. The amountof growth in bothnumber andquality of clarification requests from the
pretest andposttest varied between participants. Although the in-class jigsaw activity did
allow the ITAs to practice different ways to request clarification, therole-play activity did
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not result in as many. ITA use of clarification requests during the office hour simulations
was affected by not only their ability to request clarification, but also by their attitudes and
opinions of how requesting clarification would affect their students' views of their
competence. Lastly, due to the completion of self-evaluations after both the pretest arid
posttest, ITA perceptions of their performanceswere, for the most part, consistent with data
results.
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CHAPTER 5: Discussion and Conclusions
Research Question 1: Will miscommunication between the student and the ITA be less
frequent in the office hour posttest than in the office hour pretest due to an increaseduse of
clarification requests?
Beforeanswering this specific question, it is important to note that all three types of
miscommunication are hazardous in one-on-one communicative situations. The first type of
miscommunication in which the ITA does not understand and the student perceives the ITA
does not understand is damaging because studentswill not feel confident in their ITAs'
ability to answer questions. However, in this situation, at least students will be able to
modify their input or realize theymust ask a fellow student or the professor for a clear
answer to their question. The second type ofmiscommunication, in which the ITA does not
understand but the student perceives that the ITA does understand, may be the most
problematic situation, as the miscommunication could have negative repercussions. In the
conversation between ITA 14 and Anne, for example, Anne thinks that she will never be
penalized for missing class, when, in fact, shemay. In the end, this miscommunicationwill
reflect poorly on the ITA. The third type of miscommunication, in which the ITA
understands but the student perceives the ITA does not understand, is also damaging to the
ITA, as the student will assume the ITA is pretending to understand.
Miscommunication was less frequent in the posttest compared to the pretest, as was
hypothesized. It is noticeable that the first two types of miscommunication, which were
especially prevalent in the pretest (with 17occurrences), weremuch less prevalent in the
posttest (with 6 occurrences). These first two types of miscommunication are avoidable if
theITA requests clarification from the student, and it seems logical that teaching ITAs
strategies of howto avoid them was helpful, as there was an increase in clarification request
from the pretest (12) to the posttest (19). The third typeofmiscommunication also decreased
from pretest toposttest, with three occurrences in the pretest and none in the posttest. This
type ofmiscommunication, though preventable, cannot beavoided by requesting
clarification, but by ITAs giving more detailed answers to student questions. This strategy
can also be taught as part of the unit, which will be discussed later.
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Although it is clear that, in the participant group, there were fewer instances of
miscommunication in the posttest than the pretest, and that there were more clarification
requests used in the posttest than the pretest, it is also important to look at the performances
of individual ITAs to examine individual growth. Five ITAs, ITAs 2, 3, 4,11, and 14, had an
increased use in the number of clarification requests and a decrease in the number of
instances ofmiscommunication, showing that requesting clarification did help them
communicate more clearly with the student. ITA 9 had an increase in the number of
clarification requests (0 to 1), but had the same number of occurrences of miscommunication
in the pretest and posttest (1). However, had he not requested clarification in the posttest, the
instances ofmiscommunication could have increased. By increasing his use of clarification
requests, then, he may have reduced the number of instances of miscommunication that could
have resulted.
Three ITAs, ITAs 1,12, and 13, all requested clarification the same number of times
in the pretest and the posttest. ITA 1, though, had no occurrences of miscommunication in
the posttest, so it is possible that had she encountered more unknown words, she would have
requested clarification. ITA 13, though requesting clarification the same number of times in
the pretestandposttest, had fewer instances ofmiscommunication in the posttest; the only
miscommunication that took place was a misunderstanding. Therefore, although there was
notan increase of clarification requests for these two ITAs, it is possible to say that they
couldhavehad an increase in clarification requests had they encountered more unknown
terms. ITA 12 also had thesame number ofclarification requests in thepretest and posttest
(3), but had an increase in the instances ofmiscommunication. Therefore, although she had
the possibility to request clarification more, she did not.
ITA 5 used three clarification requests in the pretest and one inthe posttest,
requesting clarification whenever necessary. ITAs 7 and 8did not use any clarification
requests in the pretest or theposttest, even though they both had moments of
miscommunication. The growth ofITA 6and ITA 10 cannot be measured, as ITA 6did not
need to request clarification in the posttest and ITA 10 did not need to request clarification in
the pretest or the posttest. t
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On the whole, then, it seems as though this unit positively affected individual ITAs'
use of clarification requests, decreasing the possible moments of miscommunication that
could have taken place.
Research Question 2: Will there be growth in both the number and quality of ITA
clarification requests from the office hour pretest to the posttest? Why or why not?
As noted in answer to the previous research question, in general, the ITAs did use
more clarification requests in the posttest, although some ITAs* posttest performances were
similar to their pretest performances. As for the quality of the clarification requests, although
it was hypothesized that after participating in the in-class clarification request and role-play
activities the ITAs would be more likely to use the types of clarification requests practiced,
this was not always the case.
Five ITAs (ITAs 2, 3, 9, 11, and 12) used strategies in the posttest similar to those
they used during the in-class activity. ITAs 2, 3, and 9 did not use clarification requests in
the pretest, but did in the in-class activity and posttest. ITA 2 asked for the meaning of a term
during the in-class activity ("What?" "What's the mean by cramming?"), and in the posttest,
he tried to do the same when requesting clarification about "crib notes" ("Oh, what? What
you mean by the...?"). During the in-class activity, ITA 3 twice used the expression
"Pardon?" and then repeated the term or as much of the phrase as possible. In the posttest,
when he requested clarification, he used the same strategy ("I, pardon? Take home?"). ITA 9
used a variety of strategies during the in-class activity, almost always saying "excuse me"
first and then asking forrepetition, requesting the meaning of the term, or repeating the word.
He did thesame in his posttest, first asking "Uh, pop, uh, sorry, could you, potquiz?" and
then asking "Uh, what's that mean?".
ITA 11, who used clarification requests in the pretest, showed growth throughout the
unit, practicing clarification requests during the in-class activity and using the strategies in
the posttest. In the pretest, ITA 11 requested clarification for two terms, once asking
"Hmmmm?" and once repeating the term "Cumulative?". In the in-class activity she used
clearer clarification requests, not only repeating the word, but also requesting its meaning
and rephrasing the word or phrase. In the posttest she used all these strategies, but
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interestingly, also used a strategy she had not practiced in the in-class activity, whichwas
requesting the spelling of the term.
ITA 12 used similar strategies in the pretest, in-class activity, and posttest; in all three
situations she most frequently repeated the unknown word or phrase and asked for its
meaning. Therefore, the in-class activity either did not have a large effect on her
performance in the posttest, or instilled in her that the techniques she was using were
successful.
Some ITAs used the strategy that worked for them in the pretest in the posttest, and
the clarification requests used during in-class activities did not seem to have much effect.
ITA 4, for example, used the strategy of first repeating a word and then asking for its
meaning in the pretest ("On a curve?" "What's the meaning of 'curve'?"). He used this same
strategy in the posttest, although sometimes he just asked for the meaning ("What's the
meaning of crib notes?"). Although ITA 4 used other strategies during the in-class activity
(i.e. asking for repetition or requesting spelling confirmation), he stuck with the strategy most
familiar to himduring the testing time. ITA 13did the same. She used the same strategy
"Whatd'ya mean?" in the pretest andposttest, but used repetition and spelling confirmation
during the in-class activity. ITA 14didnot request clarification in the pretest, but during the
in-class activity he used mainly repetition and a request for spelling. In theposttest, he
consistently used "What doyou mean by X?", showing no transfer from clarification requests
he personally used during the in-class activity to the posttest.
Some ITAs used different techniques in the pretest, the in-class activity, and the
posttest. ITA 1, for example, used amore advanced type ofclarification request in the
pretest (rephrasing a word orphrase), simpler clarification requests in the in-class activities
(primarily repeating the word orphrase and sometimes requesting spelling), and a
combination ofstrategies (repeating the term, stating that she did not understand, and asking
what the term meant) in theposttest. Thereason for this will be discussed later.
Three ITAs did not use clarification requests in the pretest or posttest, but did practice
requesting clarification during the in-class activity. ITA 6requested clarification only 7
times because his partner often informed him as to the meaning without waiting for a
clarification request. ITA 7requested clarification only 9times because she seemed to know
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most of the terms. However, she did need to request the meaning of the words two times,
and did so successfully. ITA 8 requested clarification more than any other ITA during the in-
class activity: 24 times. However, when the moment arose in the posttest, she did not use all
the strategies she had so successfully practiced.
It is not expected that one in-class activity will miraculously change a language
learner's language use, especially when the in-class activity involves ITAs working with
each other in a non-assessed situation and the posttest involves communicating with native
speakers in a video-taped, assessed situation. However, because there was carry-over from
the in-class activity to the posttest for some ITAs, one wonders why there may not have been
carry-over for other ITAs. One reason may be that once the ITAs learned that requesting
clarification was advisable, they used the types of clarification requests they were used to
using in everyday life. When conversing with friends, if they used the phrases "What?" or
"What do you mean?" successfully, these strategies probably came naturally to them in the
posttest, regardless of what strategies they used during the in-class activity. Additionally,
some ITAs may have used different strategies in the posttest than in the in-class activity
because they heard classmates using certain clarification requests during the in-class activity
and mimicked their classmates, using those clarification requests either during the in-class
activity or during the posttest.
To further analyze why theremay not have been more transfer of the types of
clarification requests used from the in-class activity to the posttest, the in-class activities will
be discussed. The first in-class jigsaw activity, inwhich theITAs taught eachother the six
successful strategies foroffice hours, was not successful in producing clarification requests.
One reason for this may have been that the transactional focus ofthe activity was not
conducive to questioning. One ITA simply explained a strategy to another ITA, and because
theexplanations in the activity were quite thorough, the ITAs seemed to understand without
extra questioning. Also, the language used in this activity was quite basic; most ITAs would
understand the content without elaboration.
The in-class clarification request jigsaw activity definitely allowed the ITAs to
practice clarification requests as was expected. As noted in the Results section, ITAs used
fi-om 7to 24 clarification, requests during the course of the activity, supporting research that
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jigsaw activities are conducive to practicing clarification requests. However, it is important
to note that because this type of activity focuses on form and does not replicate authentic
communication, there are some downsides to using it in its current format with its strong
focus on form. The primary issue is that the ITAs can see on their papers what words their
partners will be inquiring about, which does not mirror a real communicative situation in
which the speaker assumes the listener will understand his/her utterances. Because of the
format of this jigsaw activity, sometimes the ITAs simply relayed the spelling and meaning
of the word in anticipation of what their partners would be asking. Therefore, when involved
in a real-life situation in which their conversant (i.e. the student) does not know what words
the ITAs are having trouble understanding, they will have to be more active in requesting
clarification than they were in this activity. ITA 1 is a case in point. During the in-class
activity, ITA I's partner knew that when ITA 1 repeated a term, she needed more
information. In the posttest, however, the student seemed to not realize that ITA 1 was
requesting clarification; therefore, the ITA had to try a different strategy that she had not
needed to use during the in-class activity. However, as noted above, some ITAs did use
clarification requests in the posttest that they had practiced during the in-class activity, which
indicates that the focus on form in the in-class activity did help some ITAs in remembering
different strategies for requesting clarificationduring the office hour posttest.
Obviously, when focusing on form it is not always easy to focus on meaning.
However, this typeof activity could be adjusted so that instead of bothITAs knowing what
words the otherwas missing, they could simply have a list of sentences with thekey words
not italicized and thedefinition notplaced directly after theword. Instead, the key words
could beona second piece of paper inalphabetical order with accompanying definitions
(maybe even including words and definitions not needed in the activity). That way, the ITAs
with the answers would not anticipate their partners' requests. Therefore, though Ard (1989)
states, anactivity may bejustified if it serves anend even though it is notanend in itself," it
seems possible tomake this activity better able to be"anend in itself (136).
As noted in the Results section, the role-play practice between pairs was not audio-
taped, so the use ofclarification requests between pairs is not known. However, out ofthe
three role-plays demonstrated infront ofclass, only one ITA, ITA 8, used a clarification
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request. The instructor did go over the six successful strategies for office hours before the
role-play activity, but because the focus of the role-play activity was for the ITAs to explain
to the student the reasoning behind their decision, more emphasis was placed on content than
on clarification strategies alone. ITAs used clarification requests only when necessary.
Therefore, although the role-play activity does help the ITAs practice office hour situations
before having their office hour posttests, because the situations are simple and not conducive
to a lot of questioning, the activity does not result in the use of many clarification requests.
Additionally, because ITAs are playing the role of student and of ITA, they may not use
idiomatic expressions and other terminology unknown to their partners, lessening the number
of clarification requests.
In addition to discussing the effect the in-class activities had on the number and
quality of ITAs' clarification requests in the posttest, it is also important to discuss the ITAs'
attitudes towards the use of clarification requests with students. As noted in the Results
section, although most ITAs saw the benefit in requesting clarification, there are reasons why
some ITAs did not want to request clarification in an office hour setting. Those whodid see
the benefits in requesting clarification noted that it would prevent miscommunication later
on, save time, andhelp in language learning. However, some stated thatalthough they had
noproblem requesting clarification when speaking with friends, they thought that having to
ask the student for clarification was undesirable and demonstrated a lack ofknowledge on the
part of the ITA. It was also noted that requesting clarification numerous times was
disagreeable, andthat students may feel coming tooffice hours is a waste of their time.
In teaching this unit, then, although it is important to teach the ITAs clarification
requests, it is equally important to teach the ITAs that it is acceptable to use them. All of
these ITAs were Asian, and, as noted by ITA 3, in many Asian cultures instructors are looked
upon as experts, as people who always have the answers and who do not depend on students
for knowledge. It is important for ITAs, then, to know that it is acceptable for them to rely
ontheir students for knowledge about cultural expressions; this does notmake them
ineffective teachers.
An addition to this curriculum, then, could be an introduction focusing on cultural
awareness. Forexample, the instructor could ask the ITAs for a definition ofa teacher-
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student relationship. After the ITAs explain their definition, either the instructor could
explain American beliefs about teacher-student relationships or American undergraduate
students could explain their attitudes toward teacher-studentrelationships. By illustrating to
ITAs the differences between their home cultures and American culture, the ITAs may be
more apt to realize that they may need to adjust their behaviors when interacting with
students.
During the unit the instructor did frequently mention the importance of requesting
clarification, and did note that serious miscommunication could result. However, it seems as
though in this type of course, the ITAs would benefit from an addition in the curriculum that
showed the aftereffects of miscommunication more vividly. For example, the instructor
could have an ITA and a native speaking student conduct an office hour in front of class in
which the student uses many idiomatic expressionswhen inquiring about policies (similar to
the office hour simulations). The instructor could secretly instruct the ITA to not request
clarification during the office hour demonstration. After the office hour ends, with the ITA
in the hallway, the instructor could ask the student what his/her understanding of the policies
was, and the comments written on the board. Then, with the student in the hall, the instructor
could ask the ITA what his/her understanding was and write the comments on the board.
This way, the ITAs in class could see what types of misunderstanding take place, while not
being used as examples. This same procedure could take place with the ITA requesting
clarification when necessary, and the improvement in understanding between the ITA and
student noted. Or, as Axelson and Madden (1994) suggest, this same type of awareness
could be created by having ITAs first view and analyze a videoof teacher-student interaction
(withor without use of a transcript) before experiencing the same type of interaction, and
then evaluating theirperformances. This idea is inagreement withShaw &Bailey (1990),
who suggest that by first eliciting the behaviors acceptable in thehome country of the ITAs
and then presenting acceptable behaviors from the target culture "through demonstration,
directobservation, videotape, or description of classsessions," the ITA trainer can lead the
ITAs to awareness of the differences between cultures, which would then hopefully lead to
effective classroom practices (318). Scollon and Scollon (1991) also encourage addressing
thedifferences between cultures to avoid problems.
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This type of activity is also advisable because it is important for the ITAs to reahze
that the skill of requesting clarification is important in real life, and not only when theyare
being graded during a simulated office hour. In the conferences it was obvious to both the
instructor and researcher that although all ITAs seemed to understand the importance of
clarification requests, a few ITAs—even a couplewho used the skill during their simulated
office hours—may not be likely to use this strategy in their real office hours. Thus, the
transfer from classroom to practice may bemore likely if theycan observe
miscommunication occurring in front of them.
Research Question 3: What factors will influence students' perceptions that the ITAs
understand or do not understand student questions, and,will theseperceptions beaccurate?
If they are accurate, is the instruction of these factors included in the teaching unit?
As noted in the Results section, therewere three determiners to studentperception of
ITAunderstanding; 1) the large amount of detail used in ITAresponses, 2) therepetition of
the setwordor phraseand/or use of related terminology, and 3) the lack of a pause before the
response. As shownin Table 6, students accurately perceived ITAs's understanding or lack
of understanding due to the amount of detail or vagueness in their answers 29 times. Anne
was only incorrect twice, assuming ITA 7 had understood the term because of her detailed
answers. Students also correctly identified the ITAs as understanding when they repeated the
term or used related terminology 19 times, and that a short pause before answering showed
understanding 7 times. Anne was "fooled" only one time, by ITA 8, that the ITA understood
a term because she both repeated the term and did not hesitate before answering. Because of
the accuracy of the students' perceptions (55 accuracies to4 inaccuracies), that Determinors
1 and 2 allowed forclear communication between the ITA and student, it would beadvisable
to teach them to the ITAs as a unit: in order to ensure understanding by your student, give a
detailed response in which you repeat or use related terminology used by the student. It is
not, however, suggested to teach ITAs touse Determiner 3, as theITAs could not hesitate
when answering, even when they do not understand student utterances, to pretend that they
understand.
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It would be helpful for ITAs to participate in activities in which they were to give
detailed responses including the repetition of words and phrases used by conversation
partners. In the role-play activity, the instructor did instruct the ITAs to give reasons why
they were denying or agreeing to the student's request, but this was the only time this
strategy was discussed. It may be helpful to integrate this step into the "Six Successful
Strategies," making them "Seven Successful Strategies," as it would be helpful not only
when answering questions about the content area, but also when responding to more
administrative issues.
Research Question 4\ When compared to the pretest and posttest data, how accurate will
ITAs be of their development throughout the unit?
It was hypothesized that the ITAs would be accurate in their perceptions of self-
growth throughout this unit because of the use of self-evaluations, and, as it turned out, most
ITAs were quite accurate in their perceptions of their improvement.
There were only four ITAs whose perceptions were not entirely accurate. ITA 6, who
thought he did better requesting clarification in the posttest, actually did not have to request
clarification in the posttest. Hence, his perception of his performance was not accurate.
Maybe he felt as though he would have performed better had he needed to. request
clarification, or maybe, becausehe understood all student utterances, he equated his success
understanding English with success requesting clarification. ITA 12felt as though shehad
requested clarification better in the posttest, but, though she did requestclarification
successfully, actually hadonemore instance ofmiscommunication than in thepretest. ITAs
11 and 13 felt theydid the samein both tests, but actually performed a bit better.
Because theITAs were so accurate intheir perceptions, and this accuracy is due in
part to the completion ofself-evaluation sheets after each office hour test, having ITAs
complete self-evaluations may bea good addition to this curriculum. Although the addition
ofa pretest adds an extra day to the unit and is abit time-consuming, itwould not be
impossible to complete if there were volunteers to help with the taping and timing and
volunteer graduate/undergraduate students. The planning time on the part ofthe instructor is
not extreme. The pretest assignment sheet is practically identical to the posttest assignment
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sheet, cutting down on preparation time. The creation of the scenarios can be done in-class,
and preparing them for the graduate/undergraduate students takes only a fewminutes.
Again, this self-evaluation is beneficial for the ITAs so they are able to see growth in
themselves and not simply be told that it happened or did not. In this unit, by the ITAs being
able to see the instances of miscommunication in the pretestand then see the progress made
in the posttest, they will be more likely to use the skill of requesting clarification learned in
class, outside of the classroom situation. The inclusion of conferences at the end of this type
of unit was also successful, as the teacherwasable to speakwith the ITAs about the growth
they observed and encourage the ITAs to continue on the same course in the future.
Limitations
One factor that was not consistent in the pretest and posttest was the numberof set
wordsand phrases known by the ITAs. In fact, whenasked "What aspects of your office
hour session do you think went well?" on their self-evaluation sheets, ITA 5 stated that there
were"fewer idioms I cannot understand." Additionally, ITA 12stated in her conference that
"in theposttest, uh, I, I can understand well, better than the pretest, and there are few, fewer
words I, I can't understand." ITA 14felt theopposite, stating that he knewmore terms used
in the pretest than in the posttest. Although it would have been difficult to ensure that there
were an equal number of unknown words and phrases in each office hour situation because
of the variance between each ITA's vocabulary, itmay have been advisable to give the ITAs
some kind of vocabulary test at the beginning of the semester to ascertain which wordsand
phrases were not know by any ofthem. If this study were tobereplicated, it is suggested
that the researcher examineAppendix K (Pretest DataChartwithSetWords andPhrases
Listed) and Appendix L (Posttest Data Chart with SetWords and Phrases Listed) and choose
set wordsand phrases that the majority of the ITAs were not familiar with.
Another limitation to this study is that the pair in-class role-play simulations were not
audio-taped. Because they were not audio-taped, it is not possible to know how many ITAs
would have used clarification requests in a less-controlled in-class activity.
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Further Research
One result that was surprising was that although the clarificationjigsaw activity
allowed the students to produce a lot of clarification requests, the jigsaw activity that taught
the six successful strategies of officehours resulted in minimal clarification requests.
Therefore, although research, as discussed in the literature review, shows the success of
jigsawactivities in producing negotiation of meaning, it would be interesting to study how
different jigsaw activities allow for different levels of negotiation of meaning. A second
topic for investigation raised from this study is why the few individualswho did not display
increases in the number of clarification requests and/or decreases in miscommunicationdid
not seem to be affected by the in-class activities in the sameway as the majority of cases.
This study did confirm that ITA attitudes may prevent theni from using strategies like
requesting clarificationfor clear communication if it may make them appearas less of an
authority in the eyes of their students. However, it would be beneficial to conduct a
longitudinal studywith ITAs, tracking theirgrowth both throughout the 180A office hour
unit and in their own office hours the following semester, to allow instructors to know
whether or not ITAs were carrying theskills learned in 180A to real-life situations. It may be
that, though they realize the importance of thestrategy for ensuring clearcommunication,
they may think that since they have gotten by thus farwithout it, they cancontinue to getby
in thesame manner. Therefore, more emphasis will need to beplaced oncultural differences
than on simply teaching strategy. Itwould also beinteresting to do a similar study focusing
on one ITA (such as ITA 7) inorder tosee whether she would use theskill ofrequesting
clarification (which shewas notcomfortable using in theoffice hour unitor in herown lab
session) more often throughout herITA career. Additionally, it would bebeneficial to
compareoffice hour performances between 180ITAs, non 180 ITAs, andNSTAs to see if
the strategies discussed and practiced in the 180 course enable those ITAs to have ahigher
level ofcommunicative competence than those who did not have training.
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APPENDIX A: Video Handout
Questions for "Learning Face to Face" Video
1. According to the video, what are office hours for?
(List all reasons given)
2. What happens in the example office hours and what teaching styles are
used?
a. Math:
b. Italian:
c. Chemical Engineering:
3. What pieces of advice are given about office hours?
4. What audience was this video made for andforwhat purpose(s)?
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APPENDIX B: Pretest Assignment Sheet
Pretest Instructions
We will be presenting these during class on Wednesday, February 16.
Task:
You have five minutes to explain something to a first-year student who has come to your
office hours because s/he missed your explanation in class. It can be a concept, how to solve
a problem, or how to operate some piece of equipment. Do not expect the student to have
much knowledge about your subject. The student may interrupt you to ask questions while
you are explaining.
Preparation:
1.Why is it important to know how to solve this kind of problem? What background
information does a beginning student need to understand how to solve this problem?
2. Write out the main steps that the student will need to follow in solving the problem.
3. WTiich of these steps do you think the student might have difficulty with?
4. Write the key technical terms and expressions you will use in your explanation.
(Then ask a native speaker to say them for you, or check them in a dictionary or on an
online dictionary and write them down in a way that you know how they will be
pronounced.)
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APPENDIX C: Samples of ITA Pretest and Posttest Scenarios
You missed a class due to a doctor's appointment. You missed the concept of "rhythm," one
of the design concepts, and come to office hours to learn about it.
You missed class because you were at the hospital getting a blood test. You come to office
hours to learn how LDL enter into liver cells.
You missed last Monday's class about the vector representationmethod, and have come to
office hours for an explanation. It will be important to master this for the coming exam.
You are taking Aerodynamics now and come to office hours to get help with several
homework questions due next Thursday. You ask about the equation of mass conservation.
You come to office hours for an explanation of how to dealwith the experimentdata in your
experimentreport because you did not understand the lecturethat the professor gave in class.
You missed class last Friday because you were taking another exam. You go to the office
hour to ask for help with the concept "the quantile for normal distribution."
You missed the first part of class because you missed the bus. You come to the office hour
to ask about the general concept of protein structure.
You missed class since youhada doctor's appointment. You come to the office hour toget
an explanation of the basic concepts of DNA.
You were sick yesterday and did not attend class. You come to office hours to leam about
kinetic energy.
You missed the last class because you were out of town last week. You come to officehours
to ask about laser alignment for AFM.
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APPENDIX D: Set Words and Phrases used in Pretest and Posttest
Set words and phrases for pretest
Will my grade be docked?
Can I take a make-up test?
Am I on the right track!
Can you go over that again?
Do you give partial credit?
So, is the next exam cumulative!
Do you grade on a curve!
Set words and phrases for posttest
Will we have any pop quizzes!
Will the test be open book!
Do I need to know this by heart!
Can I use a crib sheet! (or crib notes)
Is this going to be on the midterm!
How much will the midterm count!
How much is the midterm worth!
Is the test gonna be take-home!
On the test do I have to show all mywork!
Is it possible to take an incomplete!
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APPENDIX E: Clarification Request JigsaM' Activity
STUDENT A
You're meetingwith students in your office can involveyou
in discussionand advising, actual teaching, or a combination
of both. Some meetings, known as tutorials, are organized
around specific learning tasks; we will deal with this type of
instruction presently. In this section, we will concentrate on
the office meeting in general and your managementrole
within it.
Six separate tasks may be required in conducting a successful
office meeting;
1) You need to greet your students and make them
comfortable.
2) •
3) You need to keep your meetingmoving along and get it
back on track when it goes astray.
4)
5) At other times you may want to express disagreement with
the student—and respond courteously when the student
disagrees with you.
6)
There are a number of strategies for the efficient conduct of an
office meeting. Here we will list expression we have heard
teachers say to their students that seem to work well for them.
As you read these phrases and sentences, keep in mind that
each student and teacher, each meeting, each purpose is a little
different. Someexpressions willworkbetter for you in
certain situations that in others.
1) Openers. Your first task is to make the student feel
welcome. We will begin by repeating the idea that
sometimes, this task is accomplished nonverbally as well as
verbally. Eye contact, a smile, a gesture toward a chair are all
helpful. Generally, as noted previously, youshould appear
eager to speakwith the student. But whatdo you actually
say? If the two of your have an appointment, you can greet
the student by name and refer to the appointment itself; for
example, "So Bill, here you are, right on time." Let us
assume, however, that a studentappearsat yourdoor as a
walk-in; youhaveno idea why. Whatwould yousay? Here
are some expressions we have heard ourselves and others use
as openers.
Hello. Would you liketo seeme?(or. Didyouwanttosee
me?)
Come on in.
Hi. Did youwantto talkto meabout something?
Hi, [name]. Come in and have a seat.
Can I help you?
Were you looking for me? Come on in.
Hi, [name]. Have a seat. What canI doforyou?
Notice thatthesearedifferent from the typical American
street greeting: "Hi, how're you?" or "How ya doin'?"
although we have heard teachers use these expressions to
greet students also. Asyougettoknow your students, your
openers can be adjusted to their personalities. You may joke
with one, be formal with another^ and even scold a student
who has avoided you. But the expressions just given are
useful when greeting students you barely know.
3) Returning to the point. Even when the two of you "get
right down to business," your conversation can move to other
topics. Somehow you end up talking about a television show,
a political event, an accident on campus, or the weather. Here
are things to say to get back to the purpose of your meeting.
Let's go back, now, to .
I think someone else is wailing to see me. We'd better go
over .
Where were we? I'm a little lost.
Well, could I ask you now to think about ?
How about Question 2; are you okay on that?
To get back to our initial question
When trying to get the conversation back to the point, do not
let students feel that what they have been saying is
unimportantor uninteresting. Notice that in the exampleswe
gave, the TA or teacher never stated that time was being
wasted or that the conversation was irrelevant. Each
statement contains a courteous transition from the current
topic to the important subject.
5) Expressing disagreement. Many teacher-student interviews
are based on differences of opinion. For example, a student
might want to question a grade you have assigned. Other
disagreements arise when a student cannot solve a problem
and feels frustrated by the course material. You can control
these situations by acknowledging the student's position while
reserving the right to decide. The following expressions will
help you state your position to the student;
I can see your point, but....
I think you've missed one important fact, which is....
Yes, but on the other hand....
1know this isn't what you want to hear, but....
I'm sorry you don't accept my decision, but I have to stand
by it.
I really wouldn't put it that way, because....
I'm not sure why you chose....
If the disagreement is serious, or the problem cannot be
resolved, it may be best to terminate the meeting. But
reschedule it; the student probably needs a chance to think
aboutwhatthe two of you havediscussed. It is important for
you to remain calm,even if the student is angry or begins to
cry or complains aboutyouraccent. Politely bring the
meeting to a close. Perhaps you.could say, "Okay, let's stop
for now. If you still feel thisway in a coupledays, wecan
talk again."
These expressions donot necessarily achieve anending tothe
meeting,but they should bring you and your studentscloser to
it. Because ofspace limitations, ourlists ofexpressions for
thesix administrative tasks areall brief. They represent only
a small sample of those we have heard ourselves and other use
inourwork as teachers. We encourage you todevelop your
own lists of expressions that you would feel comfortable
using. (Content from Teaching Matters byPica, Barnes, and
Finger (1990). Newbury House Publishers, New York.)
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STUDENT B
You're meeting with students in your officecan involve you
in discussion and advising, actual teaching, or a combination
of both. Somemeetings, knownas tutorials, are organized
around specific learningtasks;we will dealwiththis typeof
instruction presently. In this section, we will concentrate on
the office meeting in general and yourmanagement role
within it.
Six separate tasksmaybe required in conducting a successful
office meeting:
1)
2) Because timeis oftenlimited, youneed to help the
students comequickly to thepoint: Why have they
come to see you?
3)
4) Sometimes you will need to seek clarification of
what thestudent is trying to express, or restate your
own words when the student needs clarification.
5)
6) Finally, you need to know how to end the
meeting—to bring closure—when you haverunout
of time or when youfeel the student is nolonger
being helped.
There are a number of strategies for the efficientconduct of
an office meeting. Here we will list expression we have
heard teachers sav to their students that seem to work well for
them. As you read these phrases and sentences, keep inmind
that each student and teacher, each meeting, each purpose isa
little different. Some expressions will work better foryou in
certain situations that in others.
2)Getting tothe point. North Americans generally donot
exchange length greetings or talk idlywhen they have
business todo. Still, there areexceptions, and you need tobe
prepared to dealwith them. To help students cometo the
point oftheir visit, here are some expressions that you might
try:
I suppose we'd better get down to business.
So. I guess you're hereto talk about .
So you want to talk about the homework
Okay, let's see what you've got.
Let's dealwith that question first.
There's a lot togoover. Let'sgetstarted, okay?
I thinkthe first thing we should look at is
You wanted toknow about integrals. Do you want
to talk about the basics?
Wouldyou like to try some of these? Would that
help?
Youmayalsomention that you have another appointment ina
few minutes, although this isnot very subtle, and youmight
make the student nervous.
4) Requesting clarification. Inevitably, international teaching
assistants sometimes fail to understand a student'squestion.
This is not necessarily a language problem: Native speakers
misunderstand one anothertoo. Moreover, students may be
embarrassed, shy, or even scaredand thusmay express
themselves poorly. When asking for clarification ,we have
heard teachers use a variety of expressions. Frequently, their
request begin with words like "I'm sorry, but..." or "Excuse
me, but...," which are then followed by statements of need
such as:
I didn't quite follow that.
How did you start? What did you do?
I couldn't hear [or understand]you.
I didn't quite catch what you were saying.
I don't seem to be following you.
Wouldyou mind repeating that?
If you think you understand part of what a studenthas said,
youcanseekconfirmation, by repeating backin question form
what you thought you heard.
Did you say last week's assignments?
on the left side?
6)Bringing closure. Adisagreement isnot, ofcourse, theonly
reason to end an interview. Just as menas must be found for
getting to—and returning to—thepoint,waysare needed to
bring themeeting to a close. Youcannot justpush thestudents
out the door; instead, you must guide the discussion to an end.
Here aresome signals forclosing themeeting.
Do youthinkwe've coveredeverything?
Why don't you look it over and come back next
week if you have questions?
Letmeknow if youneed anymorehelp.
I'm here twicea week, so you can comebackon .
Think about it for a dayor so; thenwe'll talkagain.
Okay, then. So I'll see you in class.
Maybe if you have any other questions aboutthe test,
you can come see me next week.
These expressions donot necessarily achieve an ending tothe
meeting, but they shouldbringyou andyourstudents closerto
it. Because of space limitations, ourlists ofexpressions forthe
six administrative tasks are all brief. They represent only a
small sample of those we have heard ourselvesand other use
in our work asteachers. We encourage you to develop your
own lists ofexpressions that you would feel comfortable using.
(Content from Teaching Matters by Pica, Bames, and Finger
(1990). Newbury House Publishers, New York.)
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APPENDIX F: In-Class Clarification Request Jigsaw Activity
Clarification Practice, Partner A: You will readsentences 1-7andyour partner will try to
negotiate and fill in the blanks on his or her page with the italicized expression. (The
expressions which are in italics are defined for you at the end of the sentence. You should
not read this part to your partner—it's for explanation only if your partner asks.) Whenyou
have finished with sentences 1-7, switch roles for sentences 8-14. As your classmate reads
the sentences, you will write themissing idiom or academic expression in the blank onyour
page. Practice clarification strategies, including asking for repetition, restatingwhatyou
think you heard, and asking for explanationsor definitions.
1. The studentsmust be at home cramming, (intense studying done at the lastminute)
2. Is there a penalty for cutting class! (missing class without an excuse)
3. Would youmindmy labreport? (writing the first letters of yournames - e.g.
George Bush's initials are G.B.)
4. Is physics an elective for this majorl (a course that is not required but is chosenby the
student because of interest in the subject; the student's field of study is her major)
5. Do you useplus/minus grading! (evaluation system inwhich students mayearn+ or -
grades, e.g. A, A-, B+, B, B- etc.
6. I think everyone will need to brush up on their calculus before we start solving these
equations. (review; practice)
7. CanI get extra credit to raise my grade? (additional points which arenot part of the
required total for a class; doing additional work to improve a grade)
8. All the lab TAs need to be here to the first exam.
9- is taken very seriously by the university.
10. If youmiss class, havea classmate
11. You may have some trouble with the equipment atfirst, but ifyou keep working with it
you will
12. Do you have any ^today?
13. Myroommate is afraid he's going to .
14. I worked all night on the problem but I can't
77
Clarification Practice, Partner B: Your classmate will read sentences 1-7 and you will
write the missing idiom or academic expression in the blank on this page. Practice
clarification strategies, including asking for repetition, restating what you think you heard,
and asking for explanations or definitions. When you have finished sentences 1-7, switch
roles for sentences 8-14. You will read these sentences and your partner will try to negotiate
and fill in the blanks on his or her page with the italicized expression. (The expressions
which are in italics are defined for you at the end of the sentence. You should not read this
part to your partner - it's for explanation only i/your partner asks.)
1. The students must be at home.
2. Is there a penalty for
3. Would you mind my lab report?
4. Is physics an for this
5. Do you use.
6. I think everyone will need to their calculus before we start solving
these equations.
7. Can I get ^ to raise my grade?
8. All the lab TAs need to be here to proctor the first exam, (supervise)
9. Plagiarism is taken very seriously by the university, (a form of academic dishonesty like
cheating or copying someone else's work)
10. If you miss class, have a classmatey?//m. (give the information; explainwhat
material was covered)
11. You may have some trouble with the equipment at first, but if you keep workingwith it
you will get the hang ofit. (gain the skill to operate it)
12. Do youhaveany handouts today? (printed copies of necessary information)
13. My roommate is afraid he's going to(fail a test or a course)
14. I worked allnight on theproblem butI can'tfigure it out. (understand it; get ananswer)
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APPENDIX G: Samples of Scenarios used in In-class Role-play
Student Role A
On last week's test you didn't get a high score because you weren't able to finish it in time.
You think this is unfair as you do know the material. Therefore, you want the TA to raise
your score or at least to allow you extra time on the next test. Was the test too difficult? Did
the other students all complete the test?
Student Role B
Your last quiz was just returned to you by the TA. You thought you were doing well in this
course, but you got 14 points out of 20. You want to find out how it compares to the scores
of other students, how this score will be included into your semester grade (whether it is the
equivalent of a B for example), how much it will affect your semester grade. You are not
angry but want to learn about the grading system and how you are doing in the course as a
whole.
Student Role C
Youmissed the last class and there was a quiz. You would like to make up the quiz, or if
that is not allowed do something to get extra credit to make up for the lost points on the quiz.
You don't have a good reason for missing the class.
Student Role D
You have questions about the course material because you have a midterm next week, but
you have a class during the TA's office hours andwant to arrange an alternativemeeting
time; you should also explain what material you have questions about.
Student Role E
You were given an assignment in class yesterday, but you didn't understand what to do or if
it will be handed in, and if so when this assignment is due. You are a serious student and
want to do well in this course so be sure you get the exact details about this homework and
understand what you should do.
Student Role F
Youwere given an assignment in class last week of a page of problems to solve and it is due
in class today. However, you have not done it yetandwant to give in the assignment
tomorrow and still get credit for it. You had to haveyour appendix removed andwere in
hospital for several days; you returned to ISUyesterday.
Student Role G
You were given anassignment inclass last week ofa page of problems to solve and it is due
in class today. However, you have not done ityet and want togive in the assignment
tomorrow. You don't have a good reason for not having completed it, just thatyou were too
busy.
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APPENDIX H; Sample of ITA Pretest Self-Evaluation Sheet
Self-Evaluation of Office Hour Pretest
Directions: Read the criteria for evaluation below; then view the video of your office hour
presentation. As you watch the video, please assess yourself on the following items.
l=No 2=Maybe 3=Yes
Overall Task
You were well prepared 1 2 3
Your explanation was logical and easy to understand 1 2 3
You used specific examples and analogies 1 2 3
You rephrased information (gave it in different ways) 1 2 3
You successfully covered the topic in five minutes 1 2 3
Pronunciation
You spoke loudly and clearly 1 2 3
You enunciated (opened your mouth/moved your lips) 1 2 3
You maintained eye contact 1 2 3
You displayed enthusiasm/professional attitude 1 2 3
Office Hour Strategies
1. You greeted the student
How?
1 2 3
2. You got to the point
How?
1 2 3
3. You kept on the point
How?
1 2 3
4. You requested clarification (if needed)
When? Why?
1 2 3
5. You expressed disagreement (if appropriate)
How?
1 2 3
6. You appropriately brought closure to the session
How?
1 2 3
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Clarification Requests
Word or Phrase
spoken by Chris
Did you
understand
this word
or phrase?
If you did not understand
this word or phrase, how
did you handle the
situation?
Why did you handle the
situation the way you did?
Docked Y N
Go over Y N
On the right track Y N
Cumulative Y N
Grade on a curve Y N
1.What aspects of your officehour sessiondo you think went well?
2.Afterhaving reviewed the tape, is there anything you feel you could have done
differently? If so, what?
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APPENDIX I: Sample of Student Perception Form
Pretest Perceptions
Please watch the CD and/or listen to the audiotape of your 7 pretests. Then recordyour
perceptions of the ITAs' understandingof words or phrases used, going into as much detail
as you feel is appropriate. (Feel free to add other words or phrases in the first column.)
ITA 1
Word or phrase
1
What is your perception of the
ITA's understanding of the
word or phrase?
What led you to this perception?
(How did the ITA react? What
did the ITA say?)
Docked
Go over
On the right
track
Cumulative
Grade on a
Curve
ITA 2
Word or phrase What is your perception of the
ITA's understanding of the
word or phrase?
What led you to this perception?
(How did the ITA react? What
did the ITA say?)
Docked
Go over that
again
Make-up test
Cumulative
Grade on a curve
Partial credit
ITA3
Word or phrase What is your perception of the
ITA's understanding of the
word or phrase?
What led you to this perception?
(How did the ITA react? What
did the ITA say?)
Docked
Go over that
again
Cumulative
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APPENDIX J: Posttest Assignment Sheet
Posttest Instructions
We will be presenting these during class onWednesday,March 2 and Monday, March 7.
Task:
You have five minutes to explain something to a first-year studentwho has come to your
office hours because s/he missed your explanation in class. It can be a concept, how to solve
a problem, or how to operate some piece of equipment. Do not expect the student to have
much knowledge about your subject. The student may interrupt you to ask questions while
you are explaining.
Criteria:
1. Be welcoming and warm; appropriately interact with the student
• Maintain eye contact
• Use the student's name
• Display enthusiasm/professional attitude
• If necessary, express disagreement in a tactful way
2. Make content appropriate for the student
• Use specific examples and analogies
• Logical and simple explanation
• Give information in different ways by rephrasing, if students needs extra help
• Negotiate and clarify student questions if necessary
3. Try to make your spoken English easy to understand and accurate
Speak loudly and clearly
• Open your mouth wide andenunciateclearly
• Check pronunciation of keywords ahead of time
Preparation:
1. Why is it important to know howto solve this kind of problem? What background
information does a beginning student need tounderstand how to solve this problem?
2.Write out the main steps that the student will need to follow insolving the problem.
3. Which ofthese steps do you think the student might have difficulty with?
4. Write the key technical terms and expressions you will use inyour explanation.
(Then ask a native speaker to say them for you, orcheck them ina dictionary oron an
online dictionary and write them down in away that you know how they will be
pronounced.)
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APPENDIX K: Sample of Checklist used by Students during Posttest
Word/Phrase Used
Will we have any pop quizzes!
Will they be open book'!
Oh, so I need to (don't need to) know this by hearf}
Can I have a crib sheet?
Is this going to be on the midterm'}
How much will it (the problem or the midterm) count?
How much is it (the problem or the midterm) worth?
Is it gonna be take-home?
So on the test do I have to show all my work?
Is it possible to take an incomplete? (How long will I have to complete it?)
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APPENDIX L: Pretest Data Chart with Set Words and Phrases Listed
Subject ITA did not
understand;
student
perceived ITA
might not or
did not
understand
ITA did not
understand;
student
perceived ITA
might or did
understand
ITA
understood;
student
perceived ITA
might not or
did not
understand
ITA did not
understand but
requested
ciariflcation,
which led to
understanding
ITA understood;
student
perceived ITA
understood
1 grade on a
curve
docked go over on the right track
cumulative
2 docked
grade on a
curve
cumulative go over that again
make-up test
partial credit
3 cumulative docked go over that again
4 cumulative grade on a curve docked
go over that again
partial credit
5 cumulative
partial credit
graded on a
curve
go over that again
6 partial credit docked go over that again
cumulative
graded on a curve
7 docked
cumulative
go over that again
make-up quiz
8 docked partial credit on the right
track
go over that again
cumulative
9 docked cumulative
partial credit
makeup exam
on the right track
go over that again
grade on a curve
10 go over that again
partial credit
cumulative
grade on a curve
11 docked on the right
track
partial credit go over again
cumulative
12 docked ask for the
formula
practice
problems
cumulative
go over that again
partial credit
13 grade on a
curve
docked partial credit go over that again
on the right track
make up
14 docked go over it again
cumulative
make up
grade on a curve
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APPENDIX M: Posttest Data Chart with Set Words and Phrases Listed
Subject ITA did not
understand;
student
perceived ITA
might not or
did not
understand
ITA did not
understand;
student
perceived ITA
might or did
understand
ITA
understood;
student
perceived ITA
might not or
did not
understand
ITA did not
understand but
requested
clarification,
which led to
understanding
ITA understood;
student
perceived ITA
understood
1 crib notes midterm
pop quiz
by heart
2 pop quiz crib notes midterm
count
show my work
open book
3 take home midterm
by heart
show my work
4 incomplete
show my work
crib notes
pop quizzes
by heart
open book
worth
5 show my work midterm
worth
open book
6 incomplete
worth
midterm
count
open book
by heart
crib notes
pop quizzes
7 by heart (ITA
misunderstood
to mean "Is it
hard?)
crib notes (ITA
guessed and
guessed right)
worth (ITA
misunderstood
as how much
are the
problems—how
many)
midterm
show my work
open book
count
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Subject ITA did not
understand;
student
perceived ITA
might not or
did not
understand
ITA did not
understand;
student
perceived ITA
might or did
understand
ITA
understood;
student
perceived ITA
might not or
did not
understand
ITA did not
understand but
requested
clarification,
which led to
understanding
ITA understood;
student
perceived ITA
understood
8 incomplete
(misunderstood)
Midterm
Worth
Take home
Open book
By heart
9 By heart Pop quiz Midterm
Worth
Take home
Open book
10 Midterm
Worth
Take home
Open book
By heart
Pop quizzes
11 Worth (ITA
misunderstands,
thinks it means
time)
By heart
Crib sheet
count
Midterm
Open book
12 Worth (guessed
the meaning)
By heart (she
misunderstands)
SheY, Chris N
Crib sheet
Pop quizzes
Incomplete
Midterm
Take home
Open book
13 Worth
(misunderstands,
thinks it means
$)
Pop quizzes Midterm
Count
Take home
Open book
14 Crib sheet Worth
Pop quizzes
incomplete
Midterm
Count
Take home
Open book
By heart
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